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Many early childhood teachers enter the field feeling underprepared to implement 
evidence-based practices that influence advantageous child outcomes. Research on early career, 
early childhood teachers demonstrates teachers often struggle in supporting children’s social-
emotional competence, including promoting children’s engagement in classroom activities and 
routines. This is particularly concerning given the deleterious outcomes for young children who 
have poor early school experiences. Coaching is shown to positively impact teachers’ practice 
but little research has been documented for preservice teacher education programs. This study 
used a multi-method approach to examine the impact of coaching on teachers before they enter 
the field in their use of evidence-based practices and self-efficacy for promoting positive child 
engagement in classroom activities and routines.  
 Using a single-case multiple baseline design, three preservice early childhood teachers 
were observed in their student teaching practicum placement sites. Researchers used an 
observational protocol to measure participants’ baseline use of evidence-based practices to 
promote child engagement. Each participant received between 6 and 10 practice-based coaching 
sessions. Social validity data was collected post-study. Pre- and post-study interviews were 
conducted as well as participant journals to understand participants’ changing self-efficacy. Self-
efficacy was also measured through the Teachers’ Sense of Self-Efficacy Scale.  
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Visual analysis of observation data demonstrated a clear functional relationship between 
the implementation of PBC and participants’ use of evidence-based practices to promote child 
engagement. Baseline to PBC phase showed between 19-34% increases in practices. Overall, the 
preservice teachers in the study felt positively about the coaching intervention and their abilities 
to implement, sustain, and overcome challenges. Qualitative data (interviews and participant 
journals) were systematically coded to develop themes and subthemes. The results indicated 
participants positively attributed the coaching intervention to their increases in self-efficacy 
among other findings. This study demonstrates the value of using coaching with preservice 
teachers to support use of evidence-based practices and to positively impact self-efficacy. In 
addition, this study contributed to the field’s understanding of how to prepare novice teachers to 
develop nurturing classrooms where challenging behaviors are consistently prevented and 
teachers and children are able to build strong relationships as the basis for continued learning and 
development.  
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CHAPTER 1: INTRODUCTION 
 Early childhood programs across the United States have proliferated due to compelling 
research demonstrating the long-term benefits of quality programs on children’s school readiness 
and academic success (Barnett et al., 2017; Schweinhart et al., 2005). As a result, there is an 
increasing need for highly qualified teachers to staff these programs, especially teachers who are 
trained in using evidence-based teaching practices (Hyson, Horm, & Winton, 2012; National 
Research Council & Institute of Medicine, 2015).  
A particular area of interest in the education of young children is social, emotional, and 
behavioral development. In fact, children entering kindergarten with higher levels of social-
emotional competence are more successful in both academic and social aspects of school (La 
Paro & Pianta, 2000). However, research has shown upwards of 10-20% of children in early 
childhood programs exhibit low levels of social-emotional competence, often resulting in 
problem behaviors, also known as “challenging behaviors” (Brauner & Stephens, 2006). 
Unresolved, persistent challenging behaviors often result in harsh disciplinary practices, 
including suspension and expulsion from educational and childcare settings. Recent data has 
shown suspension and expulsion rates in early childhood settings are three to five times that of 
K-12 settings, especially for young children of color (Office of Civil Rights, 2016). These kinds 
of disciplinary actions are of particular interest given the robust research regarding the school-to- 
prison pipeline (Adamu & Hogan, 2015; Hirschfield, 2008). The pattern of harsh discipline (i.e., 
suspension and expulsion) experienced by black children, particularly boys, with problem 
behaviors in early childhood perpetuates throughout their school career and can become an 
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inescapable cycle of adverse behavior and outcomes (Rashid, 2009). Supporting the development 
of positive social-emotional competence in the early years is critical for better outcomes not only 
in early childhood but also throughout the life course.  
An additional consequence of persistent challenging behaviors is the loss of instructional 
time for engaging in evidence-based strategies known to make preschool an effective 
intervention for increasing school readiness (Denham, 2003; Howes & Smith, 1995). Teachers 
expend an inordinate amount of energy managing persistent challenging behaviors, which can 
threaten the early childhood programs’ efficacy. Further compounding the problem is that some 
teachers enter the field feeling unprepared to support the social-emotional development of 
children, especially those who demonstrate more intensive social-emotional needs (e.g., 
challenging behavior) (Reineke, Stormont, Herman, Puri, & Goel, 2011). 
 Thus, there is a clear need for effective teacher education practices to prepare early 
childhood teachers to facilitate the social-emotional competence of young children in classroom 
settings for preventing the development of persistent challenging behaviors through the 
application of evidence-based practices. The use of evidence-based practices by early childhood 
teachers is widely considered an essential driver to positive child and family outcomes, 
especially in the domain of social-emotional development (Fixsen, Blase, Metz, & Van Dyke, 
2013; Snyder, Hemmeter, & McLaughlin, 2011). However, the varied training and education 
levels of the early childhood workforce leads to uneven, discontinuous levels of service and 
practice (Maxwell, Lim, & Early, 2006; Winton, Snyder, & Goffin, 2016). Recently, the 
National Research Council, along with the Institute of Medicine, (2015) published a joint 
research report on the need for scholarship and intervention in the field of early childhood 
teacher education given the fragmentation of systems across early care and education services. 
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Specifically, the report states, “The need to improve the quality, continuity, and consistency of 
professional practice for children from birth through age 8 is urgent” (p. 5). As a result, more 
research in the field of early childhood teacher education has focused on discovering the “active 
ingredients” impacting the uptake of evidence-based practices by professionals in the field. 
Neuman & Cunningham (2009) conducted one of the first rigorous, empirical studies of the 
impact of professional development on early childhood teachers’ quality language and literacy 
practices. Using a multiple group design, the researchers were able to isolate different types of 
professional development methods (i.e., coursework, coaching) to determine the relative effects 
on teacher practice. The results provided strong evidence for a practice-based model of 
professional development to improve the quality of teachers’ use of language and literacy 
practices based on classroom observations.   
The field of early childhood education has developed robust evidence-based interventions 
for working with children with challenging behaviors and supporting the social and emotional 
health of young children (Snyder et al., 2011). There has been ample research conducted using 
professional development with inservice teachers to implement specific practices supporting 
young children’s social and emotional competences (Fox, Hemmeter, Snyder, Binder, & Clarke, 
2011; Hemmeter, Hardy, Schnitz, Adams & Kinder, 2015; Snyder, Hemmeter, & Fox, 2015; 
Webster-Stratton & Reid, 2004). These studies indicate children in classes with teachers who 
successfully implement evidence-based practices have lower rates of challenging behavior and 
better social-emotional competence overall. In particular, research has empirically linked 
teachers’ practices for promoting young children’s engagement in classroom activities and 
routines with reduced rates of challenging behavior (Conroy, Sutherland, Vo, Carr, & Ogston, 
2014 ). Teacher educators need to purposely strengthen student teachers’ confidence and 
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competence in engaging young children as a means toward ensuring success in the first years of 
teaching by supporting novice teachers to consistently prevent the incidence of challenging 
behavior.  
Statement of the Problem 
The impact of early childhood teacher education programs on the uptake and efficacy of 
teacher practices in the field has been sparsely studied and existing studies show programs to 
have little to no effectiveness on teacher practice in the field (Horm, Hyson & Winton 2013; 
Maynard, La Paro, & Johnson, 2014). In fact, this is true across the teacher education landscape 
(Onafowora, 2005). Recent calls for a shift to focus on teacher practice rather than teacher 
knowledge and dispositions have aimed to increase the relevance of teacher education programs 
on teacher practice (NCATE, 2010). However, there has been little uptake in the field of teacher 
education in developing programmatic innovations based on evidence to demonstrate the 
effectiveness of certain teacher education methods. To successfully impact teachers’ practice, 
specifically their use of evidence-based practices, researchers have used coaching as a way to 
increase fidelity to the intervention and ensure success of the program. In fact, coaching is a 
widely researched professional development tool for positively impacting teachers’ practice 
(Joyce & Showers, 2002; Sheridan, Edwards, Marvin, & Knoche, 2009). Coaching has been 
empirically linked to changes in teacher behavior and sustained use of practices (Gupta & 
Daniels, 2012; Lieber et al., 2009). However, the early childhood teacher education field, in 
particular preservice teacher education, typically does not use coaching professional 
development models. An absence of practice-focused teacher education strategies may contribute 
to the difficulties novice teachers face in making meaningful change in their practice prior to 
entering the field. 
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Practice-Based Coaching (PBC; NCQTL, 2017) has promising applications for use with 
preservice teachers. PBC is defined as, “A cyclical process for supporting preschool 
practitioners’ use of effective teaching practices that leads to positive outcomes for children,” 
(Snyder et al., 2015, p. 134). The practices referred to here are the specific teacher actions or 
behaviors designed to manipulate the physical, temporal, or social environment to support 
advantageous child outcomes. This differs from other coaching models (i.e., Jablon, Dombro, & 
Johnsen, 2016; Rush & Shelden, 2011) because it has an explicit focus on practices and fidelity 
to interventions. By applying PBC with preservice teachers, this study demonstrated the efficacy 
of coaching in a new setting with a high impact on teacher outcomes and potentially future 
student outcomes.  
Purpose of the Study 
The purpose of this study was to apply PBC with a group of preservice early childhood 
teachers and measure changes made to their use of evidence-based practices for supporting 
young children’s social-emotional competence through positive engagement in classroom 
activities and routines. The study aimed to address the need for developing robust, evidence-
based teacher education strategies in the early childhood field. By using a single case design, the 
study results established a functional relationship between coaching and preservice teacher 
practice, adding significant importance to the early childhood teacher education research base 
(Hyson et al., 2012). Additionally, this study used a multi-method design to answer questions 
related to the impact of coaching on teacher practice and also teacher self-efficacy in 
implementing evidence-based practices. The specific research questions guiding this study were: 
1. Is there a functional relationship between coaching and preservice teachers’ use of 
evidence-based practices? 
o Is coaching a socially valid teacher education method? 
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2. Does coaching impact preservice teachers’ self-efficacy regarding their implementation 
of evidence-based practices? 
3. How does the coaching intervention influence preservice teachers’ perception of their 
implementation of evidence-based practices and their actual experiences in early 
childhood classrooms? 
Findings 
Major findings in this study indicate the PBC intervention resulted in increased use of 
preservice teachers’ use of evidence-based practices to promote children’s engagement in 
classroom activities and routines for all participants when comparing baseline and intervention 
phase data. In addition, preservice teacher participants were able to maintain increased use of 
evidence-based practices as compared to baseline levels. Further, social validity data showed 
high usefulness, appropriateness, and importance of the intervention. These findings suggest 
PBC can be adapted for use with preservice teachers to make meaningful change to teacher 
practice prior to entering the field. Establishing the use of PBC in early childhood teacher 
education can positively impact the growing early childhood workforce.  
Additional findings demonstrated coaching positively impacted the participants’ self-
efficacy for implementing evidence-based practices in their student teaching classroom. The 
results provided an increased understanding of the nature of the relationship between teaching 
practice and self-efficacy of teachers. In addition, this study was able to parse out the differential 
effects of the coaching intervention to demonstrate the importance and impact of some features 
(i.e., setting goals, focusing observations, and feedback) over others (i.e., building coach/coachee 
relationships). Last, this study made a compelling argument for providing and maintaining face-
to-face coaching interactions, especially for novice teachers. As the field considers other forms 
	
7 
of coaching (e.g., email, bug-in-the-ear) it is essential to weigh the costs and benefits of 
abandoning face-to-face coaching interactions to impact teacher development.   
Conclusion 
This study aimed to contribute to the need for high quality, rigorous study of early 
childhood teacher education practices. By adapting the use of PBC for preservice settings and 
demonstrating a functional relationship between coaching and preservice teaching practice, the 
study was able to demonstrate the efficacy of using coaching to impact teacher practice prior to 
entering the field. This may ameliorate many of the issues related to poor support of child social-
emotional competence in early childhood classrooms by reducing challenging behaviors and 
harsh disciplinary actions and promoting active engagement of children in classroom activities 
and routines.  
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CHAPTER 2: REVIEW OF THE LITERATURE  
In the social-emotional domain of child development, there has been an explosion of 
research demonstrating both the importance of well-developed social-emotional skills and 
learning for school readiness (La Paro & Pianta, 2000); and also, the relatively high impact of 
teaching practices supporting the development of young children (Downer et al., 2013). It has 
been theorized and empirically shown that young children who are exposed to caregivers and 
teachers who are sensitive and responsive have greater social-emotional competence in their 
present and future functioning across settings. Children demonstrating higher social-emotional 
competence often have more advantageous school and life outcomes (Burchinal, Peisner-
Feinberg, Pianta, & Howes, 2002; Hamre & Pianta, 2001).  
There are a number of issues related to negative social-emotional functioning including: 
the incidence and deleterious outcomes associated with challenging behavior, high rates of 
suspension and expulsion among children aged three- to five-years-old and the poor mental 
health of many early childhood teachers possibly associated with adverse working conditions due 
to lack of training and support for working with children with challenging behaviors. First, 
challenging behaviors, defined as, “any repeated pattern of behavior that interferes with or is at 
risk of interfering with the child’s optimal learning or engagement in pro-social interactions with 
peers and adults” (DEC, 2017, p. 2), can cause detrimental effects to long-term outcomes such as 
educational attainment, health, and employment (Campbell, Shaw, & Gilliam, 2000; Moffitt, 
1993). Estimates demonstrate persistent challenging behavior occurs in between 10-20% of 
children aged 2-5 years old (Brauner & Stephens, 2006). The negative outcomes of persistent 
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challenging behavior are particularly salient for young boys of color who are at greater risk for 
negative life outcomes including disproportionate special education referrals, academic deficits, 
poor health, and incarceration (Barbarin, Murry, Tolan, & Graham, 2016).  
The background context of young children is an important consideration for 
understanding the development of social and emotional competence. Early life experiences, such 
as infant-parental interactions and relationship patterns, impact neurological development and 
the developing child’s ability to activate self-regulation processes in the brain (Shonkoff et al., 
2012). Children in chronically stressful contexts (e.g., abuse, neglect, violence, incarceration) or 
exposed to adverse childhood experiences, have increased levels of cortisol and adrenaline 
hormones leading to a state of hyperarousal which can activate behaviors that are seen as 
challenging (van der Kolk, 2005). As a result, early childhood professionals describe children 
who survive trauma and high stress contexts as unable to control impulses or exhibiting 
aggressive behavior problems (Statman-Weil, 2015).  
In addition, the cultural match, or often mismatch, between teachers and young children 
in early childhood settings can influence the understanding of an individual child’s social-
emotional functioning. The adult’s culture, beliefs, and, particularly, biases, affect the 
assignment of “challenging” to child behavior according to the social and cultural rules of the 
environment or system (DEC, 2017). Innovative research led by Gilliam (2016) showed implicit 
biases of early childhood teachers affected teachers’ expectations of challenging behaviors and 
their rating of the severity of behaviors based on child race. White teachers rated misbehaviors of 
Black children as more typical while Black teachers rated Black children’s misbehaviors as more 
serious. However, when given background information about stressful home lives of the 
children, teachers who were racially matched to the children were less likely to identify the 
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behavior as problematic whereas racially mismatched teachers were more likely to identify the 
behavior as problematic (Gilliam, Maupin, Reyes, Accavitti, & Shic, 2016). Early childhood 
teachers must carefully consider the contextual and cultural factors at play when evaluating and 
characterizing the social-emotional functioning of young children in classroom settings.  
As stated earlier, the suspension and expulsion rate in early childhood settings has been 
shown to be three to five times higher than K-12 settings (Office of Civil Rights, 2016). The 
research on suspension and expulsion clearly shows a distinct bias among the groups of children 
who disproportionately receive the harsher discipline punishments. Recent data has shown the 
alarming rates at which children of color in early childhood programs are suspended and 
expelled (Adamu & Hogan, 2015; Gilliam & Shahar, 2006; Office of Civil Rights, 2016). As a 
result, children of color are being deprived of valuable educational experiences early in life and 
are subsequently being set on a track to promote the “preschool to prison pipeline” where the risk 
factors for academic failure, absenteeism, and possible incarceration are increased (Adamu & 
Hogan, 2015). 
As a result of these alarming findings from the past decade, further research and 
professional development aimed at severely limiting teacher bias and increasing teachers’ use of 
effective practices is a clear recommendation from both federal and state level agencies looking 
to reduce suspension and expulsion rates for children of color (U.S. Department of Health and 
Human Services and U.S. Department of Education, 2015). There have been attempts at 
addressing teacher bias in early childhood settings. For example, Derman-Sparks (1989) along 
with other researchers developed the “Anti-Bias Curriculum” to help teachers develop classroom 
practices and support children in developing critical thinking skills as well as social justice 
activism stances. In addition, DEC has called on programs to foster greater awareness of 
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culturally-sustaining and equitable teaching practices to increase teachers’ awareness of bias and 
motivation to change these biases. Working in partnership with children and families, teachers 
using culturally sustaining practices represent children’s home lives in meaningful, deep, and 
purposeful ways (DEC, 2017).  
Teacher practice and research has become increasingly responsiveness to ACEs. Trauma-
informed intervention practices for early childhood educators aim to increase awareness around 
childhood trauma and its effects, increase sensitivity to effects of early trauma in the classroom, 
and implement practices that promote caring and responsive interactions (Statman-Weil, 2015). 
For example, the Head Start Trauma Smart (HSTS) program was developed as a way to pursue 
trauma-specific supports for young children and their families in a multi-faceted approach. Using 
multiple evidence-informed models, HSTS combined training, classroom mental health 
consultation, intensive intervention, and peer mentoring for parents and teachers to create an 
integrated program to support young children. Evaluation of HSTS found promising evidence for 
how trauma-informed intervention can impact child behavior in the classroom and at home 
(Holmes, Levy, Smith, Pinne, & Neese, 2015).  
Further, a new area of interest and concern in the early childhood field is the mental 
health of early childhood teachers. Recent research has shown that of the 1.3 million early 
childhood teachers working in childcare in the U.S. (95% of which are women) 36.1% reported 
scores at or above the criteria for clinical depression which is more than four times the average 
rate for Americans (Linnan et al., 2017). Recent research has shown correlation between 
challenging behavior of children and depressive symptoms of teachers; however, it is unclear the 
directionality of causation (i.e., are children of depressed teachers more likely to demonstrate 
challenging behavior or is having children with challenging behavior in the classroom more 
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likely to elicit depressive symptoms in teachers) (Jeon, Buettner, & Snyder, 2014). Calls are 
being made for additional research and focus of the field on teacher mental health specifically in 
early childhood settings (Roberts, Gallagher, Daro, Iruka, & Sarver, 2019). 
Given the critical need for addressing young children’s challenging behaviors in early 
childhood classrooms, it is important to study ways to adequately equip teachers to support those 
needs. Children who are able to positively engage with their environment through positive 
social-emotional skills are less likely to engage in challenging behavior. Early childhood 
teachers can consistently prevent challenging behavior by using evidence-based practices to 
support child engagement in classroom activities and routines. This study focused on teacher 
practices supporting the positive social-emotional competence of young children through 
positive engagement in early childhood classrooms and a coaching intervention to impact 
teachers’ ability to implement these evidence-based practices with fidelity. This chapter reviews 
the evidence related to certain teacher practices and classroom environment, in early childhood 
settings, to support positive social-emotional functioning of young children. Then, it turns to a 
discussion of the current empirical support for coaching, mostly with practicing teachers, and 
how coaching impacts teachers’ practice. Last, the chapter ends with highlighting robust adult 
learning, teacher change, and professional learning theories guiding the implementation of a 
coaching intervention within preservice teacher education. 
Evidence-Based Teaching for Young Children’s Social-Emotional Competence  
 Evidence-based teaching through the consistent use of evidence-based practices is an 
essential driver to ensuring positive child outcomes. For the purposes of this study, evidence-
base practices are defined as teacher behaviors empirically linked to improved child outcomes as 
well as the collective wisdom and experience of the field (DEC, 2014).  
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Role of the early childhood classroom. The early childhood classroom has a 
complementary role to the family and home environment in the child’s development of social 
and emotional skills. Research has attempted to measure the myriad ways early childhood 
classrooms can impact social and emotional development. One of the basic measures used is the 
number of hours a child spends in child care and education settings outside the home (usually 
defined as “center-based care”). In particular, researchers focus on the impacts of high-quality 
center-based care settings characterized by supporting, nurturing environments and positive, 
responsive relationships. Berry et al. (2016) found children who come from chaotic households 
(i.e., less supportive environments and/or less positive adult-child relationships) benefitted from 
more hours of weekly childcare.  According to teacher report, children with highly chaotic 
homes but more hours of weekly childcare had higher social outcomes compared to children with 
less hours of childcare. For children from homes of lower disorganization, hours of weekly 
childcare had no discernable effect on social outcomes. This suggests, particularly for children 
with higher risk factors, child care and education settings can serve as a resilience factor for 
achieving better social outcomes.  
Other classroom features associated with social and emotional development of young 
children include the quality of the classroom environment along with caregiver responsivity, 
otherwise known as the teacher-child relationship. Broekhuizen and colleagues (2016) looked at 
the emotional climate of pre-kindergarten and kindergarten classrooms and measured child social 
and behavioral skills in both kindergarten and first grade. The researchers documented teacher 
emotional support and classroom management in pre-kindergarten and kindergarten were 
associated with better social-emotional outcomes at kindergarten and first grade (i.e., better 
social skills and fewer behavior problems).  Further, this study showed no link between 
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instructional classroom quality and children’s social skills in pre-kindergarten underscoring the 
importance of emotional climate in early childhood settings. 
The relationship between a child and a teacher in an early childhood setting is a unique 
predictor of both academic and behavior outcomes both in early school as well as through 
adolescence. Hamre & Pianta (2001) followed a kindergarten cohort of 179 children through 
eighth grade measuring the quality of the teacher-child relationship in kindergarten and then 
gathering data on the children’s academic and behavioral outcomes throughout elementary 
school. The researchers identified the quality of the early relationship as a strong predictor of 
later behavioral outcomes. Specifically, the researchers combined scores on the Conflict and 
Dependency subscales of the Student-Teacher Relationship Scale (STRS; Pianta, 1992) to form a 
Relational Negativity score. Kindergartners with more relational negativity with their teachers 
tended to have fewer positive work-habit scores in lower elementary (work-habit being a 
behavioral outcome proxy). Most telling, though, was the relationship between relational 
negativity in kindergarten and later disciplinary problems. Results demonstrated for children 
with the most behavior problems in kindergarten increased behavior issues in first grade and 
continued relational negativity. This pattern of results lends further evidence to the severity of 
early childhood externalizing behavior problems and the deleterious outcomes demonstrated later 
in school. 
Role of teacher practices. The relative importance of teachers in early childhood 
settings has given way to lines of research devoted to the specific teaching practices to support 
child learning and development. The current study examines teaching practices to positively 
engage young children in classroom activities and routines which is associated with increasing 
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social-emotional competence and decreasing the incidence of challenging behavior by young 
children. Here, the evidence base for these particular teaching practices is clarified. 
 The most well-known program for early childhood teachers in supporting the social-
emotional health of young children is the Pyramid Model for Supporting Social and Emotional 
Competence in Infants and Young Children (hereafter referred to as Pyramid Model). The 
model’s conceptual framework evolved from the work of two research and training centers: The 
Center for the Social and Emotional Foundations for Early Learning (CSEFEL) and The 
Technical Assistance Center on Social and Emotional Intervention (TACSEI). The Pyramid 
Model is a method of organizing evidence-based practices in order of intensity for supporting the 
social-emotional health of young children, particularly in classroom settings (Fox, Dunlap, 
Hemmeter, Joseph, & Strain, 2003). At the bottom of the pyramid are the universal, preventative 
practices teachers and care providers use to support the social-emotional development of all 
children and prevent challenging behaviors from occurring. These include such practices as 
cultivating and maintaining positive relationships with children along with the mindful design of 
the environment, activities, and routines of the classroom (See Figure 2.1). Research indicates 
these particular practices are critical in promoting the social-emotional competence of all young 
children (Fox, Lentini, & Binder, 2013; Hemmeter & Conroy, 2012). The second and third levels 
of the Pyramid Model are targeted and intensive, respectively, for supporting social-emotional 
development of young children. Teaching practices from the second and third levels will not be 
included in the present study. 
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 There are two, high-quality, rigorous, empirical studies conducted on the Pyramid Model 
demonstrating positive effects to both teacher practice and child outcomes in the domain of 
social emotional competence. First, Fox and colleagues (2011) demonstrated positive effects of 
implementing the Pyramid Model with fidelity to both teacher practices and child outcomes. 
Using a multiple baseline, single-case design, the researchers were able to demonstrate the 
effectiveness of Pyramid Model professional development resources on impacting teachers’ use 
of over 150 evidence-based practices across all tiers of the Pyramid Model.   
More recently, an experimental evaluation of the Pyramid Model was conducted with 40 
early childhood teachers in inclusive early childhood settings. Hemmeter, Snyder, Fox, & Algina 
(2016) studied social skills and problem behavior scores between children whose teachers 
received professional development on Pyramid Model practices and those whose teachers did not 
receive the professional development. Results demonstrated children whose teachers were in the 
intervention condition (professional development on the Pyramid Model) were rated significantly 
higher on their social skills than children whose teachers were in the control group. Teacher 
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report also showed a decrease in problem behavior by children whose teachers were in the 
intervention condition. There are limitations to the validity of the findings due to the nature of 
teacher report measurement; however, this study provides promising results in the efficacy of the 
Pyramid Model for promoting social and emotional competence in preschool children in 
inclusive settings.  
Pyramid Model teaching practices are based on decades of research demonstrating 
positive child outcomes associated with teacher behavior in classroom settings. This includes 
research examining the quality of teacher-child interactions (Burchinal, Vandergrift, Pianta, & 
Mashburn, 2010; Howes & Smith, 1995; Peisner-Feinberg et al., 2000), teachers’ use of praise 
and positive reinforcement (Fullerton, Conroy, & Correa, 2009; Stormont, Smith, & Lewis, 
2007),  teachers’ use of engaging talk during free play (Kontos, 1999),  and teachers’ 
relationships with children (Mill & Romano-White, 1999; Pianta, 1999; Pianta, La Paro, Payne, 
Cox, & Bradley, 2002). The promising nature of the Pyramid Model in supporting social-
emotional development of young children forms the basis for the focused practices of this study. 
In particular, this study will target the universal practices aimed at increasing child 
engagement which is a part of a child’s global social-emotional competence. A child’s social 
competence is made up of many skills including problem solving, emotional literacy, 
friendship/peer relationships, adult relationships, and engagement. Engagement is defined as the 
child’s active attending or participation in an activity or routine (Fox, Hemmeter, & Snyder, 
2014). When classroom environments are carefully planned for children to engage positively and 
when teachers promote active engagement through verbal cues, nonverbal cues, positive 
reinforcement, and eye-level communication, children are less likely to engage in negative 
behaviors (i.e., challenging behaviors) and more likely to learn and develop more positive skills. 
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This can carry over into future competence and leads to more school readiness (Pianta, 1999, 
Pianta et al., 2002).   
A recent study focused on a didactic intervention aimed at increasing child engagement 
and decreasing problem behavior found children of teachers in the intervention condition had 
increased levels of engagement and decreases in reports of problem behavior over the course of 
the intervention (Conroy et al., 2014). Essentially, child engagement prevents children’s 
challenging behaviors and promotes learning. Teachers’ promotion of child engagement is 
operationally defined as teachers’ facilitation of developmentally appropriate activities, 
communicating with children on eye-level, providing multiple opportunities for choice, and 
commenting positively on children who are engaged in activities (Fox et al., 2014). 
Research to Evidence-Based Practice Gap 
Despite the existence of research and theory driven interventions for supporting the social 
and emotional competence of young children in preschool classrooms, there is a significant gap 
between what is known to be effective and what occurs in practice. As noted previously, 
challenging behavior in preschool classes continues to be a persistent problem causing 
deleterious effects to the child demonstrating challenging behavior as well as threatening the 
effectiveness of the inclusive preschool classroom for all children as well as the mental health 
and workplace stress of teachers (Denham, 2003; Howes & Smith, 1995). What follows is a 
description of some of the reasons behind the research to practice gap in early childhood teacher 
practice.   
 First, the lack of knowledge about evidence-based practices to support social and 
emotional competence and reduce challenging behavior is a barrier to widespread use. Reinke et 
al. (2011) conducted a survey with 292 early childhood and elementary school districts to 
examine teacher perceptions of mental health concerns, the barriers to providing services, the 
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gaps in services and training, and their perceived role in supporting children’s mental health. 
Consistent with prior data, more than 9 out of 10 teachers reported having a child with mental 
health concerns in their classroom with behavior problems (e.g., disruptive, defiant, aggressive, 
conduct problems) being the number one student mental health concern. Concerning, though, 
was only 55% of teachers had heard of the term “evidence-based practices” and only 28% of 
teachers felt they had the level of knowledge required to meet mental health needs of the 
children.  
In a second study, Stormont, Reinke, and Herman (2011) presented teachers with a list of 
evidence-based programs and/or practices for youth mental health and measured teachers’ 
knowledge of these programs as well as their knowledge of their school’s services and resources 
for children with mental, emotional, and behavioral needs. They reported the vast majority of 
teachers were not able to identify evidence-based programs and more than half of the teachers 
were unsure of the type of data collected by their school or the types of services and resources 
provided to children. In addition, a majority of teachers reported functional behavioral 
assessments (an evidence-based practice) were either not practiced or they were unsure of their 
use/purpose (even though this is a federally mandated intervention; see IDEA, 2004). Thus, 
teacher knowledge of evidence-based practices constitutes a significant barrier for meeting the 
social and emotional needs of young children.  
 A second barrier to the use of evidence-based practices is the inconsistency within the 
early childhood workforce, in terms of education and retention. The early childhood care and 
education system as a whole is a fractured system with multiple sources of funding and purposes. 
For example, one community may have five or more different options for a young child to attend 
preschool including Head Start, Title 1 Pre-K, private childcare, state funded public inclusive 
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preschool, and private preschools using vastly different curricula (e.g., Montessori, Waldorf, 
HighScope, Reggio Emilia). Within each of these programs are professionals who have differing 
levels of education and preparation. Often for public preschool programs, teachers are similarly 
prepared to teach in K-12 settings, with at least a bachelor’s degree and state certification. 
Alternatively, teachers in private centers may have as little as a 2-year Associate’s degree or high 
school diploma (Early & Winton, 2001). The system of education for early care and education 
professionals is also similarly fractured with many programs housed in 2- or 4-year college or 
university settings with online or in person formats (Maxwell et al., 2006). There is little 
consistency across the field in the types of classes and curricula or professional development 
early childhood professionals receive resulting in inconsistencies of teacher knowledge, 
especially regarding evidence-based practices (Winton, 2016).  
In addition, there are concerns regarding the dissemination of evidence-based practices to 
professionals in the field. First, the administration, who make the ultimate decisions about what 
kinds of professional development to offer to staff, are often pulled in many directions to provide 
training regarding quality indicators, health and safety, and assessment or curriculum training 
(Strain & Joseph, 2004). As a result, professional development opportunities focused on 
evidence-based practices are competing with other, sometimes more pressing priorities (Sheridan 
et al., 2009). Second, many evidence-based practices are developed in university settings with 
researchers conducting research necessary to prove the effectiveness of the intervention (Naoom 
& Blase, 2007). Researchers are well trained in designing and implementing studies adhering to 
evidence-based standards. However, researchers are less adept at disseminating their findings in 
a meaningful way to professionals in the field. Researchers often do not attempt intervention 
implementation in naturalistic settings or using actual staff of programs (Glasgow et al., 2012). 
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 Last, capacity building of schools and educators needs to be a priority when discussing 
the uptake of evidence-based practices by early childhood professionals. Implementation 
scientists study the factors influencing the full and effective use of innovations in practice 
(NIRN, 2015). One component of active implementation is a set of implementation drivers. In 
this model, the implementation drivers of an evidence-based practice are: competency, 
organization, and leadership (Fixen, Blase, Naoom, & Duda, 2015). Competency drivers include 
the training and coaching needed to use the innovation. Organization drivers are facilitated by 
administrators (i.e., principals, superintendents) who can change organizational practices and 
support systems intervention to encourage the uptake of the innovation. Last, active 
implementation requires leadership to resolve adaptive issues and technical problems.  If any of 
these components are weak then the intended outcomes will not be achieved, sustained, or be 
socially significant.  Researchers who develop evidence-based practices need to move from 
diffusion and dissemination efforts which focus on the practices themselves rather than the how-
to involved in using the practices in typical settings, to active implementation structures to 
ensure the success of their interventions. 
 Despite this persistent gap in research to practice, there is reason for optimism in looking 
to the future for both early childhood teacher education and the future classrooms of preservice 
teachers. Teacher education research that focuses on early childhood educators’ use of evidence-
based practices is emerging. Many researchers are examining the effects of coaching 
interventions as a factor to increasing active implementation of evidence-based practices in the 
field. In the next section, the validity of coaching as a teacher education method based on 
empirical research will be explored.  
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Validity of Coaching as a Teacher Education Method 
Given the paucity of research on coaching as a teacher education method in preservice 
teacher education for early childhood educators, the current research on coaching models of 
professional development for inservice teachers will be examined. Particular attention will be 
paid to coaching models impacting teacher’s use of evidence-based practices to support the 
social-emotional development of young children.  
 In 2010 the U.S. Department of Education commissioned a large-scale review of research 
in the early childhood professional development literature with the aim of identifying specific 
features leading to better outcomes for children and families (Zaslow et al., 2010). The authors 
identified six effective features of professional development for early childhood educators: (a) 
specific and articulated objectives; (b) practice as an explicit focus of the professional 
development; (c) collective participation of teachers; (d) the intensity and duration of the 
professional development is matched to content; (e) the educators are prepared to use assessment 
effectively; and (f) the presented content is aligned with standards for practice. These findings 
were based on experimental or quasi-experimental studies demonstrating changes to teacher 
practice and/or child outcomes. Many of the studies reviewed included coaching or 
mentoring/consultation professional development strategies. Although the authors reported 
mixed results on the use of coaching and the changes to teacher practice, there was no 
breakdown of the specific coaching strategies utilized and how these could lead to differential 
results.  
Origins of coaching. Providing one-on-one expert coaching to early childhood educators 
is not a new concept. On-site training and assistance in the form of consultation has been proven 
effective in helping early childhood educators improve classroom quality. Using a process 
similar to coaching, Wesley (1994) reported on an infant-toddler care consultation project in 
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which consultants traveled biweekly to settings to provide on-site support. This included 
conducting a needs assessment, developing and implementing an action plan, monitoring 
progress against the technical assistance plan, and then completing a final report. A second study 
demonstrated this model’s effectiveness in increasing total average scores on global quality 
measures of the classroom environment (Palsha & Wesley, 1998). Studies using consultation and 
on-site training methods paved the way for future intervention research that included coaching to 
increase fidelity.  
 As the use of coaching as a professional development tool has increased, teacher 
education researchers sought to better understand the use of coaching and make 
recommendations for its further use. Gupta & Daniels (2012) conducted a review of the early 
childhood coaching literature in the first decade of the 21st century. Their results demonstrated 
coaching is typically used to complement other inservice professional development (i.e., 
workshops or coursework) and the combination proved to make positive impacts on teacher 
practice and child outcomes. However, the authors showed most of the literature did not describe 
the coaching intervention in sufficient detail to answer questions about the strategies and 
processes coaches used with teachers.  
Coaching impact on teacher practice. More recently, Artman-Meeker, Fettig, Barton, 
Penney, and Zeng (2015) published an exhaustive review of 49 early childhood studies using 
quasi-experimental or experimental designs to test the impact of coaching (possibly along with 
other variables) on teacher practice. It included studies published between 1982 and 2012 and 
sampled over 3,000 teachers. The studies also represented diverse settings (e.g., public 
preschool, home childcare) with over half being conducted in inclusive programs. The specific 
strategies used by the coaching studies reviewed were (from most frequent to least frequent):  
	
24 
1. Collaborative progress monitoring; 
2. Intentional focus on relationships; 
3. Live model; 
4. Video model; 
5. Video self-reflection; 
6. Role-play; 
7. Practice of new skills; 
8. Ongoing use of action plan; 
9. Performance feedback; 
10. Intentional planning for practice between sessions; 
11. Use of manual; 
12. Help with instructional materials. 
Overall, the authors noted the wide diversity of coaching models throughout the field and echoed 
Gupta & Daniels (2012) sentiment that many studies did not provide sufficient information for 
gleaning details regarding duration, frequency, intensity, or dosage of coaching interventions. 
However, the more recently published studies tended to include more information of this type 
denoting there may be a shift in the field towards better reporting on the actual coaching 
intervention procedures. The wide diversity of coaching strategies and dosage structures can 
make it difficult for researchers to design interventions utilizing coaching methods in ways 
ensuring the intervention will be both cost efficient while maintaining effectiveness.  
 Given the recent interest in coaching as a professional development method/strategy, 
there have been numerous studies examining coaching professional development models which 
impact teachers’ use of social behavior interventions supporting the social-emotional 
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development of young children. The Pyramid Model has been shown to produce positive effects 
on both teacher practices and child outcomes when teachers are provided training and coaching 
(Fox et al., 2011). A limitation, however, is the relative cost and time commitment to achieve 
high fidelity for implementation of the entire Pyramid Model, rather than a single practice (e.g., 
use of descriptive praise).  
 Hemmeter and colleagues (2015) used coaching in a multiple probe design to assess 
teachers’ use of Pyramid Model practices. This differed from previous studies (as in Fox et al., 
2011) because instead of addressing practices globally, the teachers were introduced to practices 
individually and then experimentally evaluated on their uptake and the impact to child outcomes. 
The results demonstrated teachers were able to acquire and maintain practices even after 
coaching ended. However, there were mixed results on the incidence of challenging behavior 
(the child outcome measured) due to some extenuating circumstances. The study shows promise 
for introducing discrete practices in a step-wise manner to impact teachers’ uptake of evidence-
based practices and possible changes to child outcomes. A more recent study by Brock & 
Beaman-Diglia (2018) looked at using coaching methods of modeling and performance feedback 
on preschool teacher practice and one focus child’s challenging behavior. The researchers found 
coaching to be highly effective in positively impacting teacher practice (i.e., increase in use of 
target teaching practices) and positively impacting child behavior (i.e., decreasing instances of 
challenging behavior). Although the current study does not measure child outcomes, Brock & 
Beaman-Diglia’s study shows promise for the efficacy of coaching on teaching practice to 
ultimately change child behavior.  
Practice-based coaching. A new type of coaching, labeled Practice-Based Coaching 
(PBC), has emerged from multiple research areas and stakeholders including implementation 
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science and Head Start’s professional development resources. PBC is defined as, “a cyclical 
process for supporting preschool practitioners’ use of effective teaching practices that leads to 
positive outcomes for children,” (Snyder et al., 2015, p. 134). The practices referred to here are 
the specific teacher actions or behaviors that manipulate the physical, temporal, or social 
environment to support advantageous child outcomes. PBC differs from other coaching models 
because it has an explicit focus on practices and fidelity to interventions. Two other coaching 
models in frequent use across the field of early childhood professional development are 
discussed here. 
 First, Jablon and colleagues (2016) published a recent text titled Coaching with Powerful 
Interactions through the National Association for the Education of Young Children for use by 
leaders in early childhood settings. There are five principles guiding this coaching approach. 
Two of these principles clearly align with the PBC framework: (a) articulation – sharing 
observations and describing why they are important and (b) a mutual learning partnership 
promoting shared responsibility and accountability. The articulation principle aligns with PBC’s 
focused observations while the mutual learning partnership aligns with PBC’s collaborative 
partnership components. The use of PBC by leaders in early childhood settings may extend 
Jablon, Dombro, & Johnsen’s model by turning an explicit focus on evidence-based teaching 
practices to ensure meaningful outcomes for the children and families influenced by the teacher 
receiving coaching interactions.  
 Second, the Early Childhood Coaching Handbook by Rush and Shelden (2011) is built 
on years of research on early intervention and early childhood special education consultation 
models of parent and practitioner professional development to support young children with 
disabilities. In this model, the relationship between the coach and the adult learner (parent or 
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professional) is the foundational function of the coaching dyad. In Rush and Shelden’s model, 
the coaching activities are driven by understanding the current level of knowledge and 
understanding of the adult and providing supports to build the adult’s capacity. This can be 
effective in inservice settings where teachers often have extensive experience and knowledge on 
which to draw. In contrast, a PBC model centers effective teaching practice and builds the adult 
learners’ ability to implement practices through a collaborative partnership. Although, it is 
important to highlight the collaborative nature of coaching in the Rush and Shelden model as 
well. The research and practice literature has not fully delineated the differences between the two 
models. The main difference lies in the origins of the two models with Rush & Shelden coaching 
being derived from parent coaching in early intervention and PBC being derived from coaching 
practitioners in classroom settings.   
In the current study, the participants had a relatively low understanding of and experience 
with effectively engaging children in classroom activities and routines to support their social-
emotional development and growth. The participants were able to grow their capacity by 
focusing on the mechanics of effective practices and having opportunities to review data and 
actively reflect on their use of the practice. PBC extends the work of Rush and Shelden (2011) 
by highlighting the importance of developing effective teaching practices.  
 An example of an early childhood classroom intervention utilizing PBC to train teachers 
is	Behavioral, Emotional, and Social Training: Competent Learners Achieving School Success 
(BEST in CLASS). Using an experimental design as a part of larger randomized control trial 
testing the efficacy of BEST in CLASS, Sutherland, Conroy, Vo, & Ladwig (2015) were able to 
demonstrate teachers in the PBC condition significantly increased their use of the BEST in 
CLASS practices as compared to teachers in a business as usual condition and these differences 
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were still present at posttest, however the differences faded by the maintenance period. PBC 
provides a promising direction in the coaching literature for impacting teachers’ uptake of 
evidence-based practices.  
 Further, recent research has shown positive effects for children in classrooms of teachers 
being coached in a PBC model for supporting children’s social emotional competence. In a 
randomized control trial conducted by Sutherland, Conroy, Algina, Ladwig, Jessee, & Gyure 
(2018), child problem behavior was significantly reduced as measured by both teacher report and 
observation. Teachers in the PBC condition reported focus children had significantly increased 
social competence and engagement in classroom activities. In addition, the authors noted slightly 
higher effect sizes for this study compared to other teacher practice interventions focusing on 
social outcomes in early childhood classrooms. It is unclear whether this is the result of the 
specific intervention (BEST in CLASS) or the method of professional development (PBC). 
There is promising evidence to demonstrate the effectiveness of PBC to strongly impact teacher 
practice and result in greater positive outcome gains for children.  
 Research focusing on coaching as professional development in social behavior 
interventions reveals many similarities in outcomes and issues discussed previously regarding 
the coaching literature. Stormont, Reinke, Newcomer, Marchese, and Lewis (2015) reviewed 29 
studies of early childhood social behavior interventions that included coaching and found mostly 
positive and some neutral results. But the authors (similar to Gupta & Daniels, 2012 and Artman-
Meeker et al., 2015) lamented that many reports do not provide the necessary information on 
dosage, timing, and frequency to fully understand the coaching process utilized. This limits the 
generalization of coaching effectiveness and validity across studies. Additionally, the researchers 
focused on differential effects of coaching based on teacher need. One study (Reinke et al. 2012) 
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reported on targeting coaching needs to teachers who struggle more to implement the practices 
and another (Myers, Simonsen, & Sugai, 2011) used a response-to-intervention type approach to 
identifying teachers who may need more intense coaching. More research is needed on how to 
identify and target teachers who may benefit from coaching. For example, novice teachers (like 
preservice teachers in student teaching) may benefit more from coaching models of professional 
development due to their lack of experience and skill in implementing evidence-based practices.  
The use of coaching in early childhood preservice teacher education literature is scare. 
One study examined a peer coaching model in a field-based seminar for preservice teachers 
during an infant/toddler practicum experience. The researchers found the use of peer coaching 
significantly influenced the preservice teachers’ uptake of developmentally appropriate 
interaction practices to support child development and learning (Kennedy & Lees, 2016). A more 
recent study by McLeod, Kim, and Resua (2019) looked at coaching via video and email for 
preservice teachers’ use of evidence-based practices selected from a menu (developed by Barton, 
Fuller, & Schnitz, 2016). Using a multiple baseline single case design across teaching practices, 
it was reported that the video and email coaching feedback intervention was effective in 
increasing the teachers’ use of practices. The researchers delivered training and coaching 
simultaneously so they were unable to determine the effects of each method separately. The 
current study delayed the onset of coaching after training by two observation data points to refine 
our understanding of the effects of coaching versus training alone. Further research on coaching 
practices and how they can best be applied in preservice teacher education is required to 
demonstrate a stronger evidence base. 
Preservice teacher implementation of evidence-based practices. Given the critical 
need for addressing young children’s social-emotional competence in early childhood 
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classrooms, it is important to understand whether teachers are being adequately equipped to 
support these needs. It has been shown novice teachers’ practice is often based on prior 
experiences as students themselves rather than what are considered best practices for their 
particular fields or specific subjects they are teaching (Lortie, 1977). The student teaching 
portion of any teacher education program provides an excellent venue for helping beginning 
teachers learn the practices needed to be effective educators. Teacher practice is impacted when 
the student teaching experience helps the teachers to move toward a practical understanding of 
the central tasks of teaching. University supervisors along with cooperating teachers work 
together to make the experience educative for student teachers (Feiman-Nemser & Buchmann, 
1987). However, student teaching experiences do not always make the intended impact. 
Freeman, Simonsen, Briere, and MacSuga-Gage (2014) showed preservice teachers are not 
effectively prepared to implement evidence-based practices, particularly for classroom 
management. In particular, the researchers documented most states do not require teacher 
education programs to provide instruction in evidence-based classroom management practices. 
This is particularly troubling given the critical nature of these skills in beginning teachers’ 
success in the classroom.  
Similar to the movement in professional development towards the uptake of evidence-
based practices by practicing teachers, teacher education programs are considering high leverage 
practices that place teacher practice at the center of professional preparation (Ball & Forzani, 
2009). In early childhood, specifically, there is a critical need for teachers who understand and 
are able to do the incredibly important and nuanced work of educating and caring for children 
(NRC & IOM, 2015). However, research has shown, analogous to teachers at the K-12 level, 
early childhood teachers who receive teaching degrees from institutes of higher education 
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perform at similar levels to teachers without specific early childhood education degrees 
(Cochran-Smith & Zeichner, 2005; Early et al., 2006; Early et al., 2007).  
Preservice teacher implementation of evidence-based practices – early childhood.  
Further, there is a limited research base in the field of early childhood teacher education 
examining high-leverage teacher education methods impacting preservice teacher practice 
(Hyson et al., 2012; Snyder et al., 2011). Recently, Horm and colleagues (2013) attempted to 
illustrate this fact by synthesizing research in three domains of early childhood education 
research: addressing the needs of children with disabilities, working with infants and toddlers, 
and math education. The researchers found significant gaps in the literature within these three 
domains and made recommendations for the kind of research most needed to impact early 
childhood teacher education. Their third recommendations states, “Develop, field test, and 
rigorously evaluate innovative, evidence-based approaches to early childhood teacher 
education,” (p. 106). Essentially, the authors call for research synthesizing information across 
programs to inform the field more broadly about practices contributing to the uptake of evidence-
based practices by early childhood preservice educators. 
It is clear that the research supporting the use of evidence-based practices for supporting 
the social-emotional competence of young children and the research demonstrating the efficacy 
of coaching on teacher practice is strong. The early childhood teacher education landscape would 
benefit greatly by combining these fields within their coursework and fieldwork to impact 
teacher practice in a meaningful way. The final section will discuss the current teacher education 
theories and how coaching fits into these theories.  
Teacher Education Theories and Coaching 
There are several theories driving the field of teacher education broadly and the 
application of coaching strategies, specifically. One of the original pioneers in the field of adult 
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education, Knowles, developed a theory of andragogy: the art and science of adult learning 
(Knowles, 1970). Knowles’ theory stressed self-directed learning and was based on thorough 
reviews of the literature and research on learning theory at the time. He reasoned mature adults 
differ from children in particular ways that impact their learning styles. So, while pedagogy, or 
the art and science of child teaching and learning, emphasizes the learner as dependent and 
passive to the expert teacher, adult learners are driven by motivation to learn specific knowledge 
or skills, the need to have learning be experientially referenced, and the need to have immediacy 
of the learning available for application (Knowles, 1970). In teacher education, Knowles’ theory 
of andragogy is often used in conceptualizing the student teaching or field experience portion of 
the program of study. For example, professional development schools are a model of teacher 
education based on andragogy where teaching candidates learn exemplary practices that are 
taught and modeled by master teachers and then engage in reflection and application of those 
practices (Green & Ballard, 2011). 
Theory of teacher change. Teacher education for practicing teachers, also known as 
professional development, has been influenced by the theoretical work of Guskey (1982). 
Guskey’s theory proposes teachers’ attitudes toward the value of a certain teaching practice only 
change after they see positive student effects as a result of using the practice. These attitudes 
become beliefs, which lead to increased self-efficacy and problem-solving, and result in teachers 
assuming more responsibility for improving student learning (Guskey, 1982). In professional 
development interventions, Guskey’s theory influences how programs are developed. In a large 
and systematic review of the professional development literature, Snyder and colleagues (2012) 
found almost all professional development programs included forms of systematic follow-up 
where teaching practices were specifically linked to content. In this way teachers were able to 
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see positive student effects as a result of using the practice in consultation with the professional 
development expert.  
Teacher self-efficacy theory. Both Guskey’s theory of teacher change and Knowles’ 
theory of andragogy are important frameworks when developing teacher education practices that 
both impact knowledge and practice of teacher candidates. An additional theoretical perspective 
important to the development of effective teacher education practices is Bandura’s theory of self-
efficacy. Bandura said, “an efficacy expectation is the conviction that one can successfully 
execute the behavior required to produce the outcomes,” (Bandura, 1997, p. 193). Self-efficacy is 
the belief that one will be able to succeed in a given situation. For preservice and novice 
teachers, research has shown increased self-efficacy regarding teaching practices results in better 
outcomes for children in their classes (Caprara, Barbaranelli, Steca, & Malone, 2006). Therefore, 
for teacher educators, it is important to not only consider the theoretical frameworks and models 
impacting a teacher’s practice to affect change in the classroom but also methods to increase a 
teacher’s self-efficacy. 
Coaching and teacher education theories. These three theoretical frameworks 
intertwine to develop a method of working with preservice teachers, increasing their use of 
evidence-based practices while also increasing their self-efficacy for implementing those 
evidence-based practices with fidelity. PBC pays specific attention to effective teaching practice 
in the context of a collaborative relationship with a trusted coach to address efficacy concerns. 
First, coaching uses adult learning principles as the person being coached is able to immediately 
apply the learning to their environment which, in turn, is highly motivating as the coaching 
relationship prioritizes the learner’s perceived areas of need. Coaching also embraces the theory 
of teacher change (Guskey, 1982) due to its focus on teacher practice as a way to change teacher 
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beliefs. Last, a teacher’s self-efficacy can be more easily supported through a coaching model of 
teacher education as the coach and preservice teacher enter into a responsive relationship where 
the feedback from the coach is specific and applicable to the preservice teacher as opposed to 
traditional models of teacher education and supervision. Often, in traditional models, responsive 
relationships between supervisors and preservice teachers are interrupted by the evaluative 
nature of the relationship and the sheer breadth of knowledge and practice being addressed in a 
single student teaching semester.  
Conceptual Framework 
Figure 2.2 demonstrates the direction of effect between coaching, specifically PBC 




















In this study, it was hypothesized preservice teachers who participate in PBC during 
student teaching would increase their use of evidence-based teaching practices and self-efficacy. 
Their increased self-efficacy would also contribute to increased use of evidence-based practices. 
Increased use of evidence-based practices along with higher self-efficacy may positively impact 
child outcomes, including more positive social-emotional competence and reduced instances of 
challenging behavior. For the present study, the use of evidence-based practices for the social-
emotional competence of young children along with teachers’ self-efficacy are the focus of the 
coaching intervention. Child outcome measures may be used in future research studies.  
Research Questions 
The purpose of this research study was to examine the influence of a PBC model of 
professional development with preservice early childhood education teachers to increase their 
skills and self-efficacy in the use of evidence-based practices for supporting the social-emotional 
development of young children. The research questions were: 
1. Is there a functional relationship between coaching and preservice teachers’ use of 
evidence-based practices? 
o Is coaching a socially valid teacher education method? 
2. Does coaching impact preservice teachers’ self-efficacy regarding their implementation 
of evidence-based practices? 
3. How does the coaching intervention influence preservice teachers’ perception of their 




CHAPTER 3: METHODOLOGY 
This study used a multi-method design to study coaching’s impact on preservice teachers’ 
self-efficacy and use of evidence-based practices. Multi-method designs collect qualitative and 
quantitative data to answer different but related research questions to explore multiple 
components of a research agenda. In this study, multiple quantitative and qualitative methods are 
used to explore preservice teachers’ practice and self-efficacy in the context of a coaching 
intervention. The results are triangulated to form a comprehensive understanding of both use of 
practice and self-efficacy (Morse, 1994).  
Participants and Setting  
 The main participants and setting of focus were the participant preservice teachers and 
their practicum classrooms. The participants’ cooperating teachers were also included in social 
validity analysis. It is important to note the important role of each university supervisor in 
supporting the preservice teachers development of practice and self-efficacy. However no data 
were collected with these individuals.  
Preservice teachers. Convenience sampling was used to identify three preservice early 
childhood teachers (preschool and kindergarten) studying either early childhood or elementary 
education to participate in this study. For inclusion in this study, participants had to: (a) be 
enrolled in student teaching in the Spring semester of 2019 for at least 10 weeks, (b) attend a 2-
hour professional development session, (c) complete at least four reflective journals, and (d) be 
committed to attending at least six coaching sessions during their student teaching placement. 
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Individuals who had previous experience as a lead teacher in a setting with young children were 
excluded. 
Recruitment. The researcher contacted faculty members at multiple private and public 
colleges/universities in the Southeastern region of the United States to identify potential 
undergraduate or graduate participants majoring in child development, early childhood 
education, or related field. To recruit participants, the researcher attended seminar sessions at the 
targeted institutions in the end of Fall 2018 and in January 2019 providing information about the 
study (i.e., commitment, compensation). A sign-up sheet for interested individuals was 
distributed to provide contact information. A second round of recruitment was completed 
through sending a flyer to additional universities with information about the study and contact 
information for the researcher. A third round of recruitment – opening inclusion criteria to 
students enrolled in field experience courses – was planned but not needed.  
Screening observation. Prior to enrollment in the study, all potential participants were 
observed in their student teaching placement using the adapted-Teaching Pyramid Observation 
Tool (adapted-TPOT; see below for description) to determine their current use of targeted 
teaching practices. An exclusion criterion was scoring at or above 80% fidelity across all 
indicators on the adapted-TPOT to control for ceiling effects. There were no potential 
participants who were excluded for this reason. At the conclusion of recruitment and screening 
efforts, four participants were enrolled in the study. The fourth participant was ultimately 
removed from data analysis because of repeated absences.  
Participant – Emerson. Emerson1 was a 22-year-old white female. She attended a 
private, small college where she majored in Child Development leading to a bachelor’s degree. 
																																																								
1	All participant names are pseudonyms.  
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Her program of study did not lead to state licensure in early childhood education. She was in her 
final semester of study and a majority of major coursework had been completed. Emerson 
reported her program adequately prepared her to use evidence-based practices in the classroom 
(5 on a scale of 1-5 with 1=definitely not and 5=definitely yes). She also reported her program 
adequately prepared her to support the social-emotional competence of young children (5 on a 
scale of 1-5 with 1=definitely not and 5=definitely yes). She had taken coursework in child 
development, child guidance and/or social emotional behavior, teaching practices, and children 
with disabilities.  
Participant – Morgan. Morgan was a 23-year-old white female. She attended a large, public 
university where she was completing a Master of Arts entry level teaching degree in elementary 
education. Her program of study led to state licensure in elementary education (K-6). Morgan 
reported her program somewhat prepared her to implement evidence-based practices in the 
classroom (3 on a scale of 1-5 with 1=definitely not and 5=definitely yes). She also reported her 
program moderately prepared her to support the social-emotional competence of young children 
(4 on a scale of 1-5 with 1=definitely not and 5=definitely yes). Morgan reported taking course 
work in child development, child guidance and/or social emotional behavior, and children with 
disabilities. She reported not receiving specific course work in teaching practices.  
Participant – Avery. Avery was a 33-year-old white female. She attended a mid-size 
public, historically Black university where she was completing a bachelor’s degree in early 
childhood education. Her program of study led to state licensure in Birth-Kindergarten inclusive 
education. Avery reported her program moderately prepared her to implement evidence-based 
practices in the classroom (4 on a scale of 1-5 with 1=definitely not and 5=definitely yes). She 
also reported her program did not prepare her to support the social-emotional competence of 
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young children (2 on a scale of 1-5 with 1=definitely not and 5=definitely yes). She had taken 
coursework in child development, child guidance and/or social emotional behavior, teaching 
practices, and children with disabilities. See Table 3.1 for descriptive information for each 
participant. 
 
Table 3.1. Descriptive Information for Preservice Teacher Participants 



























Setting. Observational data was collected in the participants’ assigned student teaching 
classrooms. For inclusion in the study, each classroom had to serve children aged 3-5 years with 
and without disabilities (i.e., inclusive settings). Emerson’s student teaching placement was in a 
public, inclusive, pre-K classroom. Morgan’s student teaching placement was in a public, 
inclusive, kindergarten classroom. Avery’s student teaching placement was in a public, inclusive, 
pre-K classroom. All direct observations occurred during the same activity/routine (free play) for 
each participant. Consent was obtained from the principals and teachers of the individual schools 
and classrooms prior to the onset of the study. Demographic data on each participants student 
teaching placement school is presented in Table 3.2. This data is collected from multiple sources 
including district websites and the National Center for Education Statistics at the Institute of 




Table 3.2. Descriptive Information for Practicum Settings by Participant 
 Practicum 
Setting 





students in class 



































98.9%  unknown District 
website 
Note. *These demographics are for the school and do not include the pre-k classroom.  
 
 
Teacher education program. It is important to note all participants in the study were 
actively engaged in supervisory and mentorship relationships with their university supervisors 
and cooperating teachers for their teacher education programs and practicum sites. The 
participants were receiving ongoing instruction, mentorship, and supervision through these 
relationships in line with the objectives of their individual programs. The coaching relationship 
of focus for the current study may have been influenced by these relationships and any prior 
knowledge participants may have received on the topic of supporting child engagement. The 
other individuals supporting the participants’ development of teaching skills were aware of the 
participants’ inclusion in the study and were aware of the study aims through recruitment efforts. 
However, both university supervisors and cooperating teachers were blind to study methods and 
phase changes for each participant through baseline, intervention, and maintenance.   
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Materials. The researcher provided all study related materials to the participants for the 
coaching sessions. These included needs assessments, action planning form, and professional 
development resources (i.e., handouts) (See Appendix A: Coaching Materials). The study also 
used a small video camera to record the professional development session and all coaching 
sessions for treatment fidelity checks. Last, participants were financially compensated (up to 
$150, depending on the number of coaching sessions).  
Research Design 
Multi-method design. Quantitative and qualitative data were collected concurrently. The 
benefit of using a concurrent nested design included the reduced time needed to complete the 
study since both the qualitative and quantitative data were collected during the same phase of 
study and the results were verified by the dual data collection efforts (Teddlie & Tashakkori, 
2003). In this study, it was necessary to use a multiple methods strategy to develop a more 
complete understanding of the impact of the coaching intervention on both behavioral and 
psychological outcomes. The design, measures, and analysis of data contributed to a clearer 
understanding of how preservice teacher practice can be influenced by coaching. To answer the 
research questions, multiple sources of data were collected using rigorous qualitative and 





Table 3.3. Research Questions, Data, and Analysis 
Research Question Type of Data Data Analysis Method 
1. Is there a functional 
relationship between coaching 
and preservice teachers’ use 
of evidence-based practices? 
Quantitative 
Data Adapted-TPOT 
Visual Analysis of 





1a. Is coaching a socially 








Survey Descriptive analysis 
2. Does coaching impact 
preservice teachers’ self-












and interviews Content analysis 
3. How does the coaching 
intervention influence 
preservice teachers’ 
perception of their 
implementation of evidence-
based practices and their 
actual experiences in early 
childhood classrooms? 
Qualitative 
Data Participant journals Narrative analysis 
 
Quantitative design. For the quantitative portion of this study, a multiple baseline single 
case design (SCD) across participants was used to determine the effectiveness of a coaching 
professional development intervention with preservice teachers intended to impact the use of 
evidence-based practices. Each teacher worked with the same, single coach to improve her use of 
practices designed to increase child engagement and decrease the incidence of challenging 
behavior. The selected focus practice area for this study was teacher behaviors promoting 
children’s engagement (Snyder, Hemmeter, Fox, Bishop, & Miller, 2013). This practice area was 
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selected from a menu of evidence-based practices from the Pyramid Model. Research on 
Pyramid Model practices demonstrates the selected practices under the category of promoting 
children’s engagement are specifically linked with higher levels of child engagement and also 
reductions in the incidence of challenging behavior (Fox et al., 2014). These specific practices 
are considered foundational for developing nurturing and responsive relationships between 
teachers and children. In addition, these teacher practices are considered essential to promoting 
healthy development of children (Shonkoff & Phillips, 2000; Shonkoff, 2010). 
Multiple baseline SCD studies demonstrate intervention effects by introducing the 
intervention at different points in time for each baseline unit, which in this study is the preservice 
teachers. Each preservice teacher serves as her own control so changes that occurred in the 
teacher’s use of evidence-based practices after the introduction of the coaching intervention can 
be attributed to the coaching rather than extraneous events (Kazdin, 2011). The What Works 
Clearinghouse (WWC) of the Institute for Educational Sciences (IES) assembled a panel of 
national experts on single case research design to develop a set of standards to evaluate the 
internal validity of any single-case design study. This study followed the highest quality 
standards in study design and can be considered, in conjunction with other replications, by WWC 
for demonstrating strong evidence of the intervention. The study design included systematic 
manipulation of the independent variable (coaching), systematic measurement of dependent 
variables (use of practices) over time by multiple observers, at least three attempts to 
demonstrate an intervention effect at three different points of time, and a minimum of five data 
points per phase (Kratochwill, et al., 2010).  
For this study, the onset of the coaching intervention was staggered across participants. 
The decision to introduce the coaching intervention was made when a stable baseline was 
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established, there was significant time delay since the previous participants began the 
intervention (i.e., one week), and a trend was emerging in the intervention phase. All decisions to 
introduce coaching were made at weekly data meetings between the researcher and a SCD 
expert. Staggering the onset of the coaching intervention controlled for internal threats to validity 
(Kazdin, 2011). See Appendix B: Study timeline. 
Qualitative design. Research questions #2 and #3 were answered using qualitative 
methods. For this strand, multiple sources of data were collected including pre- and post-study 
interviews as well as participant reflective journals to glean a deep understanding of how 
preservice teachers’ self-efficacy related to their implementation of evidence-based practices.  
Role of the researcher. The researcher has multiple years of experience as an early 
childhood educator in inclusive classrooms across diverse settings (urban and rural) with diverse 
students. In addition, the researcher spent a year coaching pre-K teachers in New York City as a 
part of the pilot program for NYC Universal Pre-K programs. The combination of these 
experiences piqued interest in how teachers can be coached to develop their skill and efficacy in 
implementing evidence-based practices to positively impact child outcomes. The researcher’s 
career began in early childhood education based on her interest in the overwhelming research 
showing the impact high quality preschool can have on ameliorating achievement gaps and other 
long-term outcomes for students (Shonkoff & Phillips, 2000). However, through her experience, 
it became clear to the researcher that the teacher’s role in implementing preschool services in a 
high-quality manner is paramount to ensuring advantageous outcomes. This is why the 
researcher began the doctoral program in teacher education as a means to impacting teacher 
outcomes, which will in turn improve the efficacy of preschool programs overall.  
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 During the researcher’s graduate studies, she was given the opportunity to work with 
preservice teachers as both a course instructor and a student teaching practicum supervisor. 
Additionally, the researcher has worked on multiple federally funded technical assistance 
projects aimed at impacting teacher preparation on a large scale through the dissemination of 
resources on evidence-based practices, namely the Division for Early Childhood’s 
Recommended Practices (DEC, 2014). These experiences coupled with the researcher’s history 
as an educator and coach gave her the necessary skills to conduct this study with fidelity.  
Instrumentation 
Primary quantitative dependent variable. The primary dependent variables were 
related to practices promoting children’s engagement with activities and materials. Engagement 
was defined as the active attending and/or participating of a child in an activity. This was 
operationalized as a child following directions, actively communicating or interacting with a peer 
or adult, or manipulating or using materials relevant to the activity or task (Fox et al., 2014, p. 
26). It was noted that some preschool children may exhibit behaviors that appear to be 
incompatible with engagement (i.e., humming, hand flapping, rocking). When these behaviors 
were present, the interpretation of the child’s engagement was based on observation of the 
child’s attention to or participation in the focus activity. For example, a child flapping his hands 
but also facing the teacher and listening to a read-aloud was coded as engaged. This also 
included “stimming” behavior with materials that may be relevant to the task. If the child’s 
behavior/actions were not relevant to the task then the interpretation was the child was not 
engaged (Fox et al., 2014). The following indicator scales (ENG1, ENG3, ENG5, ENG7, and 
ENG8) related to promoting children’s engagement were observed concurrently – they were not 
mutually exclusive. Additional indicators from the child engagement scale (ENG2, ENG4, 
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ENG6, and ENG9) were excluded because they include responsibilities preservice teachers are 
not typically asked to take on, especially early in the student teaching experience (i.e., planning 
small and large group activities, modifying instruction within teacher planned activities). 
Child engagement indicators. (ENG1) teacher offers general guidance to children to 
select activities or use materials to promote engagement – General guidance included any verbal 
communication from the teacher to a child or group of children related to classroom activities or 
materials. This included making play suggestions, verbal or hand-over-hand redirection, 
modeling a play activity, or inviting children to an activity. An example of general guidance was 
a teacher saying, “You could build a tall tower with those blocks,” to a group of children who are 
in the block area but not engaged with any materials. The teacher’s guidance did not have to 
result in child engagement with materials or activities to mark this indicator as observed (Fox et 
al., 2014, p. 35). Further examples and non-examples of teacher behavior to score each indicator 
are included in Appendix C. 
(ENG3) teacher communicates with children on eye level – To mark this indicator as 
observed, the teacher must sit in small chairs or on the floor with children when having 
conversations, engaging in play, or interacting with children across classroom activities. If the 
teacher was physically unable (e.g., due to physical challenges) then the teacher should make 
efforts to connect with children at eye level in other ways (Fox et al., 2014, p. 35-6) 
(ENG5) teacher assists individual children in selecting center activities and becoming 
actively engaged – To mark this indicator as observed, all children within the center and adjacent 
centers to the teacher must be actively engaged or the teacher must encourage a child verbally or 
non-verbally (i.e., gestures) to be actively engaged. The child does not have to engage in the 
activity that the teacher suggests, but the child must be actively engaged in some activity. For 
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example, a teacher may offer a material (e.g., Play-Doh or bubbles) to support a child in picking 
and engaging in an activity. ENG5 differs from ENG1 because it necessitates child engagement 
to mark as observed (Fox et al., 2014, p. 36-7). 
(ENG7) teacher comments positively on children who are engaged in activities – The 
teacher should comment positively and frequently about children’s appropriate interactions with 
materials, adults, or peers. Comments focused on a product only (e.g., that is a pretty picture) 
were not to be included for this indicator. Examples included, “Thanks for listening to your 
friend read the book,” “You are working so hard on that castle,” or “What a great idea to make a 
face with the Play-Doh!” (Fox et al., 2014, p. 37). 
(ENG8) teacher assists individual children who are exhibiting challenging behavior 
within an activity to become actively engaged – To mark this indicator as observed, the teacher 
must provide assistance to the child who exhibited challenging behavior. The child must become 
actively engaged for this indicator to be scored as observed. If challenging behavior did not 
occur during the interval it was scored as NO – no opportunity to observe (Hemmeter et al., 
2014, p. 37). Challenging behavior was defined as behavior that included: (a) physical 
aggressions such as hitting, kicking, punching, spitting, throwing objects forcefully, pinching, 
pushing, and biting; (b) climbing on things that are not for climbing; (c) destroying property, 
destroying what another child is working on regardless of the other child’s response; (d) taking 
toys away from other children forcefully; (e) running that poses a safety risk or elopement from 
the classroom; (f) tantrum behaviors that include kicking, screaming, pushing an object or 
person, stomping feet, or head banging; (g) verbal aggression including yelling, threats, 
screaming at another person, calling children bad names, and saying bad words; (h) ordering an 
adult to do something (e.g., “leave me alone”); (i) persistent or prolonged crying that is loud or 
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disruptive or ongoing crying that interferes with the child’s engagement in activities; (j) 
inappropriate use of materials (e.g., jumping off chairs, throwing objects); (k)  statements that are 
noncompliant (e.g., “I don’t want to”) or clear and explicit verbal or physical refusal to follow 
directions; or (l) inappropriate touching, stripping, and other behaviors that are hurtful, 
disruptive, or dangerous to self or others (Fox et al., 2014, p. 24). 
Each of these indicators was taken directly from the Teaching Pyramid Observation Tool 
for Preschool Classrooms (TPOT; Fox et al., 2014). This tool is an assessment instrument 
designed to measure the fidelity of implementation of practices associated with the Pyramid 
Model. For the present study the TPOT was adapted from its current form – a two-hour 
observation and interview tool looking at a multitude of practices – to a targeted tool (adapted-
TPOT) concentrating on the selected focus practice: promoting child engagement (Hemmeter et 
al., 2015). The observer used the adapted-TPOT (see Appendix D) to conduct twenty-four-
minute observations during child-directed free play time within the participants’ designated 
schedule.  
The observation was divided into 24 one-minute intervals where the participant was 
observed for 50 seconds and then the observer recorded for 10 seconds whether the participant 
used each of the indicators (recorded as 1 or 0 where 1=Yes and 0=No). Indicator ENG8 
included a third option of NO (no opportunity for observation) if during the fifty-second interval, 
no challenging behavior occurred (Fox et al., 2014).  
All baseline, intervention, and maintenance data were collected during live, direct 
observations. The observers sat within 8 feet of the participant in an unobtrusive place in the 
preschool classroom (i.e., not blocking children’s access to materials). The time of day for 
observation was varied by participant but all occurred in the morning (prior to lunch). The 
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adapted-TPOT coding form was converted into a Qualtrics survey that was downloaded to 
observers’ mobile smart phones for ease of data entry and upload.  
A pilot study conducted in the summer of 2018 determined the efficacy of the adapted-
TPOT for both direct observations and in capturing the intended construct. The researcher 
observed two early childhood teachers between nine and ten occurrences and was able to make 
meaningful changes to the tool for ease of use and construct validity between the five indicators. 
For example, after the commencement of data collection it was clear that indicators ENG1 and 
ENG5 were not clearly distinct from one another. After referring back to the original tool from 
which this observation protocol derived (TPOT; Fox et al., 2014) the definitions for each 
indicator were more fully developed and the scoring of each indicator diverged. A second change 
was to increase the intervals from 20 intervals to 24 intervals so there was a total of 20 minutes 
spent in observation of teacher behavior when accounting for the 10 second recording period at 
the end of each interval. After the first two observations, it became relatively easy to fall into the 
rhythm of observing and coding and ten seconds served to be sufficient in coding the five 
indicators.  
Inter-observer agreement. The researcher hired a research assistant (RA #1) to 
complete all primary observations. The researcher conducted secondary observations to satisfy 
requirements of single-case design studies. A flyer (see Appendix E) was distributed to UNC 
School of Education graduate students detailing the requirements of the study RA. Interested 
parties were interviewed by the researcher to explain the basic procedures of the study and to 
find out the individual’s experience and comfort level in working in preschool classrooms and 
conducting live observations. The RA was kept blind to study research questions and phase 
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changes throughout the course of data collection (see additional details on RA roles and 
blindness to study aims in Table 3.7, p. 60).  
The researcher and RA #1 followed a training protocol to achieve inter-observer 
agreement (IOA) prior to data collection. The overall training goal was for the researcher and RA 
#1 to reach at least 80% agreement across each observational code. The training began with the 
researcher and RA #1 reviewing the codebook thoroughly and clarifying any questions on terms, 
definitions, and protocols. Then the researcher and RA #1 watched freely available videos of 
teacher practice. First, the researcher narrated the coding process while watching the video. Then 
the researcher and RA #1 watched additional videos and completed coding individually. After 
each video the researcher and RA #1 compared their adapted-TPOT forms and determined where 
inconsistencies occurred. This process continued until 80% agreement across each observational 
code was achieved. Agreement was achieved in video observations in three training sessions for 
a total of five hours. Then, the researcher and RA #1 completed live coding of a preschool 
teacher. Agreement was maintained at 80% for the live coding training session. For the study, the 
RA #1 served as the primary data coder and the researcher completed IOA coding. The 
researcher completed a total of 31% of the scheduled observations with even distribution across 
each phase (baseline, coaching, maintenance) and each participant to ensure IOA. 
Exploratory quantitative dependent variable. Teacher’s self-efficacy was an 
exploratory dependent variable. This was defined as the teacher’s belief about her capabilities to 
bring about desired outcomes in her students. For the purpose of this study, teachers’ self-
efficacy focused on their beliefs about how they manage the classroom and how they engage 
young children. Two of the three subscales from the Teacher’s Sense of Self-Efficacy Scale 
(TSES; Tschannen-Moran & Hoy, 2001) were employed. These were: (1) Efficacy for classroom 
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management, which included indicators measuring how a teacher feels he or she can calm a 
disruptive student or have children follow classroom rules and (2) Efficacy for student 
engagement, which included indicators measuring how a teacher feels he or she can motivate 
students to learn or value learning (see Appendix F). The TSES survey was administered at three 
time points: pre-baseline, post professional development session, and post coaching.  
The measure of teacher self-efficacy was used to provide preliminary data for 
understanding how teachers’ self-efficacy relate to or explain their use of evidence-based 
practices and how these feelings may change with the participation in a coaching intervention. 
The two scales from TSES were chosen due to their relevancy to the current study. The authors, 
Tschannen-Moran and Hoy (2001) completed three studies to refine items from previous 
research in the field of teacher efficacy measurement and gather reliability and validity data. The 
reliabilities for the subscales of classroom management and student engagement were 0.86 and 
0.81, respectively. Additionally, the TSES was correlated to other measures of teacher self-
efficacy and were positively related to items on the Rand scales (r = 0.18 and 0.53, p < 0.01) 
(Armor et al., 1976) and the personal teaching efficacy factor of the Gibson and Dembo measure 
(r = 0.64, p < 0.01) (Gibson & Dembo, 1984).  
The first subscale – efficacy for classroom management – captured the teacher’s 
preference for using strategies to increase or encourage desirable responses. It included items 
such as: “How much can you do to control disruptive behavior in the classroom?” and “How 
much can you do to get children to follow classroom rules?” The second subscale – efficacy for 
student engagement – measured the teacher’s judgment about his or her capability to bring 
students attention to desired activities and materials. It included such items as: “How much can 
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you do to get students to believe they can do well in schoolwork?” and “How much can you do 
to help your students value learning?” 
Qualitative instrumentation. 
 Interview. For the interview portion of the qualitative study, a semi-structured interview 
protocol was used based on teacher self-efficacy research described in the previous chapter. Each 
participant was interviewed at pre- and post-study time points and the questions were slightly 
altered for each interview timepoint. Table 3.4 presents the interview questions for pre- and post-
study.  
 
Table 3.4. Interview Questions Pre- and Post-Study 
Pre-study Interview 
Questions 
• How would you define evidence-based practices currently? 
• Describe your comfort level in implementing evidence-based 
practices for supporting the social-emotional competence of 
young children? 
• Do you feel able to effectively change your practice to be more 
evidence-based? Why or why not? 




• How would you define evidence-based practices currently? 
• Describe your comfort level in implementing evidence-based 
practices for supporting the social-emotional competence of 
young children? 
• How has the coaching you’ve received influenced your use of 
evidence-based practices? What have you learned and what do 
you still need help with? 
• Do you feel that you have been able to make meaningful 
changes to your practice to impact child outcomes? 
• After the coaching, do you feel more or less competent in 
implementing evidence-based practices to impact social-
emotional competence in young children? Why? 
• How will you continue to ensure successful implementation of 




Interview transcriptions. The researcher used audio recordings to transcribe verbatim 
both the pre- and post-study interviews. All transcriptions and audio recordings were stored in a 
secure location.  
Field Notes. In addition to the transcriptions, the researcher maintained a field notes 
journal.  The researcher kept detailed field notes documenting concrete observations, such as any 
occurrences during the interview and how the interview setting appeared, in addition to any 
feelings or thoughts as perceived by the researcher. For example, the researcher documented 
when a particular question seemed to confuse a participant or make them feel uncomfortable or 
when an interruption (e.g., coffee shop noises) may have influenced the participant’s response. 
Field notes served as the researcher’s ongoing self-reflection during individual interviews, and 
allowed any biases that the researcher possessed to be recorded and reported (Marshall & 
Rossman, 2016). 
Participant journals. Each participant completed a total of five reflective journal entries 
over the course of the study. The journal prompts were designed to allow the participants to 
describe specific situations and events supporting their self-efficacy. These narratives provided a 
richer context for the descriptions shared by participants during the interviews. The journal 
prompts are displayed in Table 3.5. Two of three participants preferred to complete their journals 
orally. They were given the journal prompts and then orally answered the prompts into an audio 




Table 3.5. Participant Journal Prompts 
• Describe a situation where you implemented (or attempted to implement) an evidence-
based practice to support the social-emotional competence of a young child in the 
classroom. 
• How did you feel before, during, and after the use of this evidence-based practice?  
• How has the coaching and/or professional development you have received so far 
helped or not helped in implementing this practice?  




The study took place over the course of ten weeks. The study’s components were 
conducted in the following order: (1) Recruitment; (2) Pre-study meeting and interview; (3) 
Baseline data collection; (4) Professional development session; (5) Coaching and intervention 





Table 3.6. Study Overview 
 1 2 3 4 5 6 7 


















































Field sites Local library Field sites Field sites Local coffee 
shops 


























Pre-baseline. Participants were recruited through the methods described previously 
(presentations to local college classes, flyers). The purpose of the study was explained as well as 
the commitment needed for participation (i.e., weekly observations by research assistant(s), five 
journal entries, two interviews, one 2-hour professional development session, and six individual 
coaching sessions with the researcher). Compensation for participants was provided at multiple 
time points across the study totaling up to $150. After participants were identified, the researcher 
held a short meeting to orient participants to the study, shared schedules to determine best time 
for observations, determined due dates for participant journals, completed the pre-study TSES, 
and provided a short overview of the selected teacher practices to promote child engagement. 
Additionally, participants and the researcher completed the pre-study interview. Journal prompts 
and instructions were provided to the participants at this meeting. Participants uploaded journals 
to a secure, individual Qualtrics link. 
Interview logistics. Interviews were at public locations such as coffee shops and times 
convenient to the participants. The primary researcher conducted pre-study interviews and RA 
#1 conducted post-study interviews. For both interviews, the researcher/RA #1 thanked the 
participants for their time and reminded them of their voluntary consent to participate. The 
researcher/RA #1 informed participants of the length of the interview and asked permission to 
use audio recordings. All participants consented to audio recording.   
Baseline phase. Each participant received a minimum of five baseline observations. 
Following the study protocol to begin the study in phases, Emerson received five baseline 
observations, Morgan received nine baseline observations and Avery received eleven baseline 
observations. The coaching phase began when a stable baseline was established (i.e., the baseline 
data points followed a predictable pattern with little to no change in level) (Kratochwill et al., 
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2010). The RA (RA#1 see Table 3.7 on page 60) blind to the research questions conducted 
observations and no coaching was provided on the specific practices while baseline data was 
being collected. Observations for baseline data collection lasted 24 minutes and were conducted 
during the same activity/routine (i.e., free play time) for each participant. Participant journals 
were collected during baseline phase.  
Professional development session. Prior to the start of the coaching intervention, the 
researcher conducted a 2-hour professional development session with each participant where 
cultural and contextual factors that influence child behavior, the evidence-based practices to 
support student engagement, and an overview of practice-based coaching were presented. There 
were opportunities for the participants to ask questions as well as engage in role-play activities to 
further support their learning. This session was designed to ensure a similar level of 
understanding across participants prior to the start of the coaching phase (See Appendix G: 
Professional Development Agenda). Additionally, at this session, a “needs assessment” was 
presented to each participant based on her baseline data (See Appendix A: Coaching Materials). 
Each participant had the opportunity to review her data for each indicator related to promoting 
student engagement and used this data to develop an action plan along with the researcher/coach 
support. This constituted the beginning phase of the Practice-Based Coaching model (PBC; 
NCQTL, 2017). Participants completed a second TSES survey at the completion of the PD 
session. Payments of $40 were made to all participants for attending the individual professional 
development sessions. 
Coaching phase. The provision of coaching sessions based on the PBC model (NCQTL, 
2017) served as the independent variable of interest. Each coaching session lasted approximately 
1 hour 30 minutes for focused observation by the researcher and data collection by RA #1, and 
	
59 
30 minutes for “reflection and feedback” and “shared goals and action planning” between the 
participant and the researcher. This hour was broken into two parts within the same day for 
Avery as she preferred to complete coaching during rest time in the afternoon. Morgan and 
Emerson completed the coaching sessions immediately following observations. Focused 
observation and data collection occurred during the same identified activity/routine as in the 
baseline phase. The coach recorded information about the observation using the PBC observation 
form during the same 24 minutes as RA #1 collected data for the study (see Appendix A: 
Coaching Materials). Then, the researcher used the remaining 6 minutes of observation time to 
develop coaching notes to share with the participant. The coach and participant met after the 
observation to reflect and receive feedback recorded by the coach during the observation. 
Throughout the course of coaching, each participant made small changes to their action plan as 
they reflected on their data, listened to coach feedback, and created new goals. Each participant 
received at least six coaching sessions: Emerson received ten coaching sessions, Morgan 
received seven coaching sessions, and Avery received six coaching sessions. After each coaching 
session, participants received $10. At the completion of coaching, each participant completed a 
final TSES survey. Participant journals continued to be collected in the coaching phase and a 
final journal was collected following the final coaching session. 
Maintenance. Each participant was observed for at least one maintenance session with 
Morgan being observed twice. There was no coaching provided on the selected practices while 
maintenance data was collected. Observations for maintenance data collection lasted 24 minutes 
and were collected during the same activity/routine as in the baseline and coaching phases.  
Post-study meeting and interviews. Participants met with the RA #1 after the 
conclusion of maintenance data collection to complete the social validity scale (see Appendix H). 
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At this time participants also scheduled a time to complete a final interview with study RA #1. 
Participants received $25 in compensation at their post-study interview. 
Study Personnel 
 There were five total researchers involved with this research study. Each member of the 
team had a different role and were differentially blind to study aims. Table 3.7 shows each 
member of the research team, their role in data collection, and whether he/she was blind to study 
aims. Research assistant #1 was blind to study aims throughout adapted-TPOT data collection 
and then the primary investigator (author) informed her of the study aims prior to conducting 
post-study interviews. It was important for the study design to use RA #1 for the post-study 
interview because the participants were familiar with her from adapted-TPOT data collection 
throughout the study. RA #1 was not connected to the coaching intervention allowing 
participants to be honest about their feelings regarding coaching in their post-study interview.  
 
Table 3.7. Research Assistant Roles and Blindness to Study Aims 
Personnel Role Blind to study aims? 
RA* #1 
Primary data collector for adapted-TPOT  Yes  
Conducted post-study interview No 
PI† 
Secondary data collector for adapted TPOT No 
Conducted pre-study interview No 
RA #2 Viewed PD and Coaching videos to assess fidelity to intervention No 
RA #3 Coded qualitative data No RA #4 





Quantitative data analysis.  
Primary dependent variable. Classroom observations were assessed with visual graphing 
and analysis. Baseline, coaching, and maintenance phase data were plotted on a line graph for 
each participant and selected practice. Visual analysis was conducted to (a) determine if a 
relationship between the independent variable (coaching) and outcome variables (use of 
evidence-based practices) was present and (b) the strength or magnitude of the relationship. 
Kratochwill et al. (2010) describes the process for determining a functional relationship through 
visual analysis. First, the consistency, level, trend, and variability in each phase was established; 
then, the immediacy of the effect and proportion of overlap across phases was assessed; and, last, 
the consistency of data across similar phases was examined.  
Visual analysis of single-case research results is considered the main approach to 
determining effect size. However there has been a burgeoning field of scholars who are 
interested in quantifying effect sizes for single case research results so that, among other reasons, 
there is a greater inclusion of single-case design research in reviews of effective interventions. 
Kratochwill et al. (2010) recommend visual analysis as the main form of analysis for single-case 
research results, but also recommend using additional approaches to determining effect size until 
the field comes to a greater consensus on methods for effect size estimation. For this study, the 
percentage of non-overlapping data (PND) was calculated to determine the effectiveness of the 
coaching intervention for impacting practice (Scruggs, Mastropieri, & Casto, 1987). PND was 
the preferred analysis technique to interpret effect size in this study as it is well implemented 
with small data sets and routinely correlates well with visual analysis judgments (Parker, 
Vannest, & Davis, 2011). 
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Data across the indicators was combined to create a total percentage score for promoting 
child engagement. For a single observation there was a total of 24 possible occurrences for 
indicators ENG1, ENG3, ENG5, and ENG7 (total of 96 possible occurrences). Indicator ENG8 
had a variable number for possible occurrences depending on the frequency of challenging 
behavior in the classroom. The final score, was calculated as a percentage of time the participant 
was observed using evidence-based practices. The total number of observed use of practices was 
divided by the total number of possible occurrences (96 + # of instances of challenging behavior 
= total number of possible occurrences) then multiplied by 100 to achieve a percentage of time 
promoting child engagement.  
Exploratory dependent variable. Analysis of pre- and post-study measures of teachers’ 
self-efficacy was descriptive in nature due to the small number of participants. The scores were 
compared to determine if participants felt any changes in self-efficacy related to the use of 
evidence-based practices from before to after the coaching intervention.  
Treatment fidelity. To ensure the quality of the coaching and professional development 
session, a measure of treatment integrity was completed using video from one of the PD sessions 
(each participant completed PD separately) and 20% of the coaching sessions with an even 
distribution across participants. A second RA (RA #2, see Table 3.7) watched the video of the 
PD session and completed a checklist to ensure the facilitator covered all the necessary content 
related to the focus practices on promoting student engagement. The RA #2 also watched the 
videos of the coaching sessions and completed a checklist (see Appendix J) to ensure the coach 
covered all the necessary components of the PBC cycle.  
Social validity. A researcher developed survey was used to assess the satisfaction of the 
coaching intervention in both increasing participants’ use of evidence-based practices as well as 
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their self-efficacy in implementing evidence-based practices. The survey was adapted for the 
cooperating teachers as well. The survey aimed to answer the research question regarding 
coaching as a socially valid way to increase the use of evidence-based practices. The survey 
assessed whether the goals of the intervention were important (increase use of evidence-based 
practices), if the procedures of the intervention were acceptable, and if the outcomes of the 
intervention were positive and relevant to the participants. This data can be used to determine the 
feasibility and future interest in scaling up coaching practices across preservice teacher education 
programs above and beyond the types of mentorship and supervision occurring currently. The 
survey used a 5-point, Likert-type scale (1= strongly agree to 5 = strongly disagree) and it was 
completed confidentially (see Appendix H for participant survey and Appendix I for cooperating 
teacher survey).  
Qualitative data analysis. 
Content analysis of interview data. The differential data collected for the qualitative 
portion of this study required two types of data analysis. First, the participant interview 
transcriptions were analyzed using a constant comparative analysis method. The data were read, 
coded, analyzed, organized, and reviewed to create categories and subcategories with specific 
examples, drawn from the transcriptions, included for each (Creswell, 2014). The process began 
with open coding where the researcher read the data several times and created preliminary 
groups. Once the data was saturated with the initial coding, the codes were examined for 
duplication, refined for clarity, and condensed into emerging themes.  
Narrative analysis of participant journals data. The participant journals were analyzed 
using a narrative analysis method. This method sought to elicit rich, descriptive teaching practice 
scenarios supporting the participants’ self-efficacy in implementing teaching practices as 
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described in the pre- and post-study interviews. It provided a connection between the 
participants’ expressed self-efficacy and what was actually happening in the classroom between 
the teachers and children. The nature of the journal prompts allowed participants the opportunity 
to focus their reflection on key classroom events and make sense of what happened. A total of 13 
narrative events (two participants wrote four journals and one participant wrote five journals) 
were examined to determine the function of the narrative in situating the teachers’ experiences 
within specific social and institutional discourses, particularly the implementation of evidence-
based practices. Analyzing the journal entries functional quality allowed the stories to become 
discursive structures mapping directly onto the participants’ expressed feelings regarding self-
efficacy (Coffey & Atkinson, 1996).  
Searching for themes. Once the categories from the interview and journal data were 
determined, the data was triangulated and used to explain and describe what the preservice 
teachers perceived as challenges and successes while they participated in and implemented 
evidence-based practices.  These descriptions were used to develop specific themes linked to the 
already developed codes to describe the phenomenon of participating in a coaching intervention 
and their perceived self-efficacy. A codebook was developed to include definitions of the main 
themes and codes identified through the iterative coding process. 
 The researcher trained two research assistants (RA #3 and RA #4, see Table 3.7) with no 
affiliation to the study to discuss terms and definitions associated with teacher self-efficacy and 
understand the initial codes developed by the researcher. The researcher, RA #3, and RA #4 then 
coded all transcripts and journals. The researcher and the RAs #3 and #4 met to discuss the codes 
and the number of agreements and disagreements were discussed until consensus was reached. It 
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is imperative to reach a high level of agreement in qualitative research to strengthen reliability 
(Creswell, 2014).  
Triangulation of quantitative and qualitative data. The quantitative and qualitative 
data were analyzed separately to answer the corresponding research questions. However, at the 
conclusion of this process there was a triangulation of data to enrich the study findings and allow 
deeper dimensions to emerge (Jick, 1979). The triangulation approach for this multiple methods 
study was a side-by-side comparison of the results (Creswell, 2014). A table was created where 
each participant’s quantitative and qualitative results were compared for both their actual use of 
evidence-based practices and their self-efficacy in implementing evidence-based practices. 
Convergences and divergences between the data were analyzed.   
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CHAPTER 4: RESULTS 
 The results from the quantitative and qualitative data indicated the Practice-Based 
Coaching (PBC) intervention was effective for increasing participants’ use of evidence-based 
practices in the classroom and self-efficacy. This chapter is divided into three sections by data 
type and research question: (a) quantitative data analysis results; (b) qualitative data results; and 
(c) triangulation of quantitative and qualitative data analysis results. Research question one (Is 
there a functional relationship between coaching and preservice teachers’ use of evidence-based 
practices?) is answered in the quantitative data results. However, there are qualitative results that 
address participants’ understanding of the coaching impact on the use of evidence-based 
practices. These are included in the qualitative data results section along with data analysis 
results answering research questions two and three (Does coaching impact preservice teachers’ 
self-efficacy regarding their implementation of evidence-based practices? and How does the 
coaching intervention influence preservice teachers’ perception of their implementation of 
evidence-based practices and their actual experiences in early childhood classrooms?).  
Relationship between Coaching and Preservice Teachers’ Use of EBP  
In this first section, the quantitative observational data of research question #1 (Is there a 
functional relationship between coaching and preservice teachers’ use of evidence-based 
practices?) is examined using visual analysis of single subject data and the percentage of non-
overlapping data to demonstrate the effectiveness of the intervention. Treatment fidelity for the 
PBC intervention and inter-observer agreement for data collection are also presented. A 
	
67 
secondary question related to research question one, is coaching a socially valid teacher 
education method, is examined through descriptive analysis of survey data.  
Visual analysis of data. The effect of the PBC intervention on preservice teachers’ use 
of evidence-based practices to support young children’s social emotional competence was 
evaluated using visual inspection through analysis of levels, trends, immediacy of effect, overlap, 
and consistency of data within and between phases (Kazdin, 2011). This study followed the four 
steps of visual analysis as described by the What Works Clearinghouse Single Case Design 
Technical Documentation (2010). First, a predictable baseline pattern was established for each 
participant. Second, data were examined within phase to determine level, trend, variability, and 
consistency of data. Third, data were compared between phases to assess whether the preservice 
teachers’ use of evidence-based practices can be attributed to the PBC intervention. In this step, 
analysis also included examining immediacy of effect and overlap. The final step was to 
integrate all data from each phase to determine whether there were three demonstrations of effect 
at three different points in time (Kratochwill et al., 2010).  
The PBC intervention was effective in increasing the use of evidence-based practices by 
participants. Visual inspection of Figure 4.1 demonstrates a clear functional relationship between 
the implementation of PBC and participants’ use of evidence-based practices. There are three 
manipulations of the dependent variable (use of evidence-based practices) by the independent 
variable (PBC) at different time points (Kratochwill et al., 2010). Through maintenance, 
participants’ mean use of evidence-based practices was higher than in baseline.  
Participants used evidence-based practices in the range of 42-57% of the time in the 
baseline phase with a predictable baseline pattern. After the introduction of the professional 
development (PD) session, participants’ use of evidence-based practices	increased slightly to 60-
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61% of the time. Then, the introduction of PBC increased use of evidence-based practices to 76-
77% of the time. The maintenance phase demonstrated a small decrease in use of evidence-based 
practices to 63-78% of the time. Outside of maintenance, an overall upward trend was observed.  
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Figure 4.1. Results of PBC Intervention on Participant Use of Evidence-Based Practices 
  






























 Mean total use of evidence-based practices for each participant across all phases are 
displayed in Table 4.1. Baseline to PBC mean changes for Emerson1 (19%), Morgan (31%), and 
Avery (34%) show moderate increases in use of evidence-based practices to support the social 
emotional competence of young children in the classroom. Mean changes from baseline to 
maintenance for Emerson (6%), Morgan (32%), and Avery (27%) show small to moderate 
increases in use of evidence-based practices. A further discussion of the participants’ use of 
practices in each study phase is presented below. 
 
Table 4.1. Mean and Range Percentages of Total Use of Evidence-Based Practices to Support 
Social-Emotional Competence 

























Note. *PD= Professional development; numbers are percentages; range numbers are in parentheses. 
  
Emerson. Emerson increased her use of evidence-based practices to support social-
emotional competence when the PBC intervention was implemented. Baseline data demonstrated 
a stable trend with 57.4% of the time use of evidence-based practices (range = 49-70%). Data 
point 1 and 2 showed higher use of evidence-based practices. Emerson’s use of evidence-based 
practices leveled out to a predictable pattern for data points 3, 4, and 5. The introduction of 
professional development (PD) produced a slight increase in Emerson’s use of evidence-based 
practices (60%, range = 58-62%). However, Emerson’s use of evidence-based practices scores 
within the PD phase overlapped with scores in the baseline phase. With the introduction of PBC, 
																																																								
1	All participant names are pseudonyms.	
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Emerson’s use of evidence-based practices showed an immediate level change (from 58% to 
76%) with an initial slight downward trend in her use of evidence-based practices followed by a 
second level change and evening out to a predictable pattern. Emerson’s use of evidence-based 
practices across PBC and maintenance phases (76%, range = 61-89% and 63%, range = 63%, 
respectively) were higher than baseline and PD phases. The mean change from baseline to PBC 
was 18.7%. 
 Morgan. Morgan increased her use of evidence-based practices to support social-
emotional competence when the PBC intervention was implemented. In the baseline phase, 
Morgan’s mean use of evidence-based practices was 46.2% (range = 26-64%). Baseline data 
demonstrated a small downward trend in data points 1 and 2 followed by a stable trend line with 
one outlier at data point 5. The introduction of PD produced an increase in Morgan’s use of 
evidence-based practices with an average of 60.5% (range = 56-65%) and a positive trend. The 
PBC phase showed a fairly stable trend with use of evidence-based practices at 77.4% (range = 
68-86%). There was no overlap of data in PBC with either PD or baseline data. Maintenance 
phase data were consistent with PBC phase with an average of 78.0% (range = 72-84%) with a 
possible downward trend emerging. The mean change from baseline to PBC was 31.2%.  
 Avery. Avery increased her use of evidence-based practices to support social-emotional 
competence when the PBC intervention was implemented. In the baseline phase, Avery’s mean 
use of evidence-based practices was 42.3% (range = 24-62%). Baseline data for Avery 
demonstrated an outlier at point followed by a variable baseline with a slight downward trend in 
final baseline data points. Avery’s baseline data showed inconsistent use of evidence-based 
practices overall. The introduction of PD produced an increase in Avery’s use of evidence-based 
practices with an average of 60.0% (range = 56-64%) and an immediate level change and 
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positive trend. The PBC phase showed an immediate positive level change at 76.7% (range = 67-
83%). A slight downward trend was observed for the final three intervention data points. 
Maintenance phase data were consistent with PBC phase at 69%. The downward trend observed 
from intervention phase continued for maintenance phase data. PBC and maintenance data points 
had no overlap with baseline and PD data points. The mean change from baseline to PBC was 
34.5%.  
Percentage of non-overlapping data (PND). Percentage of non-overlapping data (see 
Chapter 3 for a description) was calculated for the PBC intervention. The following 
interpretation guideline was used: >90% = strong intervention, 70-90% = moderate intervention, 
50-70% = weak intervention, and <50% = null (Scruggs & Mastropieri, 1998). PND results are 
displayed in Table 4.2. First, PND was calculated for each participant from baseline to the PD 
phase. Average PND ranged from 0% to 50% demonstrating the ineffectiveness of PD alone. 
Next, PND was calculated for each participant from baseline to PBC phase. Average PND 
ranged from 80% to 100% demonstrating PBC as a moderate to strong intervention. The 
calculation of PND for Emerson was 80% demonstrating PBC as a moderate intervention on her 
use of evidence-based practices. Her first data point in baseline was the only overlapping data 
point between baseline and intervention phases. The calculation of PND for Morgan and Avery 
was 100%. Last, average PND was calculated from baseline to PBC including the maintenance 
data points. Average PND for PBC after maintenance ranged from 64% to 100% demonstrating 




Table 4.2. Percentage of Non-overlapping Data (PND) 
Participant Baseline to PD* Baseline to PBC† Baseline to 
PBC+Maintenance 
Emerson 0% 80% 64% 
Morgan 50% 100% 100% 
Avery 50% 100% 100% 
Note: *PD= Professional Development; †PBC= Practice Based Coaching; Interpretation guideline is >90% = 
strong effect, 70-90% = moderate effect, 50-70% = minimum effect, and <50% = no effect. 
 
 
Treatment fidelity. Research assistant #2 (see Table 3.7, p. 60) completed a fidelity 
checklist after viewing videos of the PD sessions and the coaching treatment sessions. The PD 
fidelity checklist (see Appendix J) indicated the PD sessions were implemented with 100% 
accuracy. Coaching fidelity checklists (see Appendix K) were completed on 20% of the coaching 
treatment sessions between individual participants and the coach across participants by RA #2. 
There was a total of 23 coaching session videos (10 for Emerson, 7 for Morgan, and 6 for Avery) 
and 4 videos were viewed with the coaching fidelity checklist. Completed checklists indicated 
97% accuracy for the coaching treatment sessions by the coach.  
Inter-observer agreement. Inter-observer agreement (IOA) data were collected across 
all phases (i.e., baseline, PD, coaching, and maintenance) for each participant on a minimum of 
20% of observations. For Emerson, IOA was collected on a total of 5 of 18 sessions (28%). For 
Morgan, IOA was collected on a total of 6 of 20 sessions (30%). Last, for Avery, IOA was 
collected on a total of 7 of 20 sessions (35%). The mean IOA for Emerson was 87% (range = 79-
95%). The mean IOA for Morgan was 89% (range = 75-100%). Finally, the mean IOA for Avery 




Table 4.3. Inter-observer Agreement Scores by Participant and Study Phase 
Participant Phase Mean Range 
Emerson 
Baseline 79% 79% 
PD 95% 95% 
Coaching 89% 88-89% 
Maintenance 85% 85% 
    
Morgan 
Baseline 82% 75-88% 
PD 95% 95% 
Coaching 95% 90-100% 
Maintenance 83% 83% 
    
Avery 
Baseline 94% 93-95% 
PD 98% 98% 
Coaching 97% 96-98% 
Maintenance 84% 84% 
 
Social validity. Social validity data were collected to measure the usefulness, 
appropriateness, and importance of the PBC intervention and teaching practice outcomes for the 
preservice teachers. It also provided participants and cooperating teachers an opportunity to 
evaluate the intervention’s components and impact overall. Cooperating teachers of the 
preservice teacher participants were included because of their unique position to observe the 
coaching intervention in the context of their classrooms. All respondents (participants and 
cooperating teachers) rated statements on a five-point Likert scale as to how much they agreed 
with the statement (1 = strongly disagree to 5 = strongly agree). One open-ended question was 
asked to provide respondents an opportunity to expand or elaborate on their evaluation. Table 4.4 




Table 4.4. Mean Social Validity Scores from Respondents 
Statement Participants Cooperating 
Teachers 
1. The components of Practice-Based Coaching (action planning, 
focused observation, reflection and feedback) were useful in 
helping me to change my teaching practice. 
5 (5/5/5) 4.5 (-/4/5) 
2. The frequency and length of the coaching sessions were 
appropriate.  
4.3 (5/3/5 4.5 (-/4/5) 
3. I had a good relationship with the coach. 4.7 (5/4/5) 4.5 (-/4/5) 
4. I can implement evidence-based practices for supporting the 
social-emotional needs of children in a preschool class as a result 
of the coaching intervention.  
4.7(5/4/5) 4.5 (-/4/5) 
5. I will be able to sustain my use of evidence-based practices as a 
result of the coaching intervention. 
4.7 (5/4/5) 4.5 (-/4/5) 
6. I can overcome challenges in supporting the social-emotional 
needs of children in a preschool class using evidence-based 
practices as a result of the coaching intervention. 
5 (5/5/5) 4.5 (-/4/5) 
Note. Response range = 1-5 where 1 = strongly disagree and 5 = strongly agree; individual participant with 
corresponding cooperating teacher are listed in parentheses in the following order: Emerson, Morgan, Avery; 
Emerson’s cooperating teacher did not respond to the social validity questionnaire. 
  
 
Participants. Overall, the preservice teachers in the study felt positively about the 
coaching intervention and their abilities to implement, sustain, and overcome challenges 
associated with evidence-based practices to support social-emotional competence of young 
children. Emerson and Avery rated the intervention higher than Morgan. Emerson and Avery 
gave positive scores to the components of the coaching intervention (rating score = 5 across 
questions 1-3). Morgan responded positively about the components of PBC (rating score = 5) but 
found the frequency and length of coaching sessions less appropriate (rating score = 3) and her 
relationship with the coach less strong (rating score = 4). Emerson and Avery reported positively 
about their efficacy in implementing evidence-based practices (rating score = 5 across questions 
4-6). Morgan reported her implementation and sustainability of evidence-based practices lower 
(rating score = 4 for questions 4 and 5) but maintained her ability to overcome challenges in 
implementing evidence-based practices (rating score = 5). Two participants shared their thoughts 
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on the PBC intervention and study overall. Morgan wrote, “I really enjoyed this study and feel 
I've had a shift of perspective because of this opportunity! [Researchers] were a joy to work 
with…” Avery wrote, “I learned so much from this coaching and I am excited to share this with 
others.” 
Cooperating teachers.  The cooperating teachers of each participant preservice teacher 
rated the PBC intervention using the same scale. Each question (except for question #3) was 
reworded from first-person (I) to third-person (the preservice teacher) perspective to keep the 
focus on the coaching intervention and its effects to the preservice teachers’ practice. Both 
cooperating teacher respondents (Emerson’s cooperating teacher did not respond) were positive 
in their reflections on the PBC intervention and the preservice teachers’ use of evidence-based 
practices with Avery’s cooperating teacher scoring slightly higher (all rating scores = 5) than 
Morgan’s cooperating teacher (all rating scores = 4). Morgan’s cooperating teacher commented, 
“The future students of our student teacher will benefit from the new practices she has learned in 
this study. Thank you for being unobtrusive coaches as well. We hardly knew you were here!”  
TSES analysis. The results of the Teachers’ Sense of Self-Efficacy Scale (TSES) varied 
among participants (see Appendix F for scale statements). Table 4.5 shows average TSES scores 
for the eight indicators in the scale (0-9 with 0 = “nothing” and 9 = “a great deal”) across 
participants for three time points: pre-baseline, post-PD, and post-coaching. 
 Emerson. According to TSES results, Emerson had similar self-efficacy prior to the start 
of the study and after participating in the PD session with a slight dip post-PD. Emerson’s results 




 Morgan. Morgan did not have significant changes in self-efficacy per the results of the 
TSES. Morgan had the highest levels of teaching self-efficacy prior to the study and showed 
minimal increase in self-efficacy over the course of the study. 
 Avery. Avery’s self-efficacy increased after the implementation of the PBC intervention 
according to the results from the TSES. Avery’s scores prior to the study and post-PD were 
similar. 
 
Table 4.5 Results from TSES (Teachers Sense of Self-Efficacy Scale) 
Participant Pre-baseline Post-PD* Post-Coaching 
Emerson 6.8 6.1 8.9 
Morgan 7.9 8.1 8.2 
Avery 6.1 6.0 9.0 
Note. *PD= professional development; numbers reported are averages across eight indicators on a nine-point 
scale. 
 
Preservice teachers’ use of evidence-based practices: Summary. Results indicated the 
PBC intervention was effective at increasing preservice teacher’s use of evidence-based practices 
to support the social-emotional competence of young children in classroom settings. Mean total 
use of practices was higher in maintenance than mean total use of practices during baseline for 
all three participants. The results express the functional relationship between PBC and 
participants’ use of evidence-based practices by demonstrating three manipulations of the 
dependent variable at different time points. In addition, effect size calculations demonstrated the 
intervention as having moderate to strong effects. Treatment fidelity data indicated the PBC 
intervention and PD sessions were implemented with high fidelity. IOA results indicated strong 
reliability among coders with mean IOA ranging from 87-93% across dependent variables. 
Social validity results indicated participants and their cooperating teachers felt the PBC 
intervention was useful, appropriate, important, and impactful to their practice. The data for the 
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exploratory research aim of preservice teachers’ self-efficacy demonstrated a moderate positive 
change in participants’ self-efficacy for Emerson and Avery and a minimal increase for Morgan.  
Participants Self Efficacy: Qualitative Results 
 In this section the participant interviews (pre and post) and journals were analyzed to 
answer the research questions related to participants’ self-efficacy. Each participant completed 
an interview with the primary investigator prior to the start of the study and an interview with 
Research Assistant #1 at the completion of the study. Participants completed either four or five 
journals at evenly spaced intervals ranging from week 1 to week 10 of the study. See Appendix 
B: Study Timeline. 
 The first section reports on a thematic analysis of all qualitative data to answer research 
question #2: Does coaching impact preservice teachers’ self-efficacy regarding their 
implementation of evidence-based practices? The second section reports on a narrative analysis 
of only participant journals to answers research question #3: How does the coaching intervention 
influence preservice teachers’ perception of their implementation of evidence-based practices 
and their actual experiences in early childhood classrooms? The final section reports on overall 
impressions across the qualitative analyses. 
Participants’ self-efficacy: Thematic analysis. The interviews and journals were 
analyzed using a constant comparative method to generate themes and subthemes across 
participants to answer the second research question. Six main themes emerged: (a) initial self-
efficacy; (b) coaching impact on teachers’ self-efficacy; (c) coaching impact on practice; (d) 
knowledge and use of evidence-based practices; (e) disposition to supporting social-emotional 
competence and managing challenging behaviors; and (f) cooperating teachers’ use of practices 
to support social-emotional competence.  
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The themes are further analyzed into subthemes. All themes and subthemes with definitions and 
sample quotes are presented in Appendix L: Theme and Subtheme Table. Each theme and 
subtheme are described below related to research question #2.   
 Initial self-efficacy. In this theme, the participants’ self-efficacy was analyzed prior to 
the onset of coaching. Three subthemes emerged from interviews and journals to describe this 
theme: hesitance, discordance, and confidence. 
 Hesitance. Prior to coaching, Morgan and Emerson commented feeling hesitant in 
interacting with young children because they didn’t know what was the right thing to do or say, 
especially related to social-emotional competence. For example, Emerson said, “Some of the 
kids, the children with autism, I just don’t know how…I don’t want to overstep in the 
classroom...” This comment suggests Emerson feels her knowledge base is not sufficient for 
making good instructional decisions in the classroom. Morgan also expressed this; she said, “I 
think I would know what to try, but I wouldn't know if it's going to work automatically.” Based 
on these quotes, Morgan and Emerson felt hesitant or uncertain in their ability to be effective 
teachers. 
 Discordance. Morgan and Emerson often made statements demonstrating discordance, 
where their initial understandings of teaching did not match what they were seeing in the 
classroom or learning in their teacher education program. Morgan described a text she had read 
describing teaching scenarios challenging her understanding of effective teaching. She said, “[the 
author] showed a different way and explained why each thing is the way it is and it was very 
nontraditional. At first I thought, ‘Oh, I don't know about that,’ but when you explain it and you 
see it together… it makes you think.” Morgan was trying to reconcile her preconceived notions 
of good teaching, what she saw in her student teaching placement, and what she was learning 
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through her teacher education program resulting in discordance. Emerson also expressed 
discordance when faced with trying to differentiate instruction for a blended classroom:  
That's definitely the challenge right now is working with both areas. It’s giving 
the children with special needs, they need supports in the classroom, but then the 
children who are typically developing are crying or something, I'm thinking, 
‘What? What happened? Why are you crying?’ 
Emerson was trying to reconcile her dual roles as a teacher for children with disabilities and a 
teacher of typically developing children and finding it difficult to balance her attention 
effectively. The resulting conflict was impacting her self-efficacy in supporting the children’s 
differing social-emotional needs as she manages multiple roles. 
 Confidence. Avery demonstrated consistent confidence related to her self-efficacy 
throughout the study. In her initial interview she pointed to a specific instance where she 
observed another preservice teacher struggling to get the attention of and engage students in her 
class. She said, “I see there’s another teacher…I see how they interact with her. She’s new, so 
they’re trying to get behavior back on. But they don’t do it with me.” She also expressed 
confidence in her ability to engage children in play: “That is something that I’ve always been 
good at. I can pretend to be a lot…it’s not as good as the kids, but I can pretend and do that kind 
of thing.” Avery responded to a question on her comfort level in implementing evidence-based 
practices to support social-emotional development saying, “I would say very comfortable 
because I know what is developmentally appropriate for a child.” Emerson demonstrated her 
confidence in supporting children with disabilities; she said, “I tend to go towards the students 
with special needs because that's where I'm most comfortable.” Avery demonstrated confidence 
in her natural abilities to teach young children although she was not referring directly to specific 
evidence-based practices.  
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 Coaching impacts on participants’ self-efficacy. Here, participants’ efficacy statements 
after the onset of coaching are analyzed for commonalities. Two subthemes emerged related to 
changed confidence and dissonance.  
 Changed confidence. Participants’ described their changed confidence after the 
introduction of the coaching intervention. Emerson said, “doing this study…was beneficial 
because at the beginning of student teaching I thought, ‘Oh yeah, I got this.’ But then was also, 
‘do I really? Can I really do this?’” Morgan described the effectiveness of focusing intensely on 
a certain practice area to boost her confidence.  
I’m more confident because of the number of times I’ve had to do it. Even half 
that amount of time, I don’t know if I would feel as confident…Being forced to 
do it made me practice it and made me think about it. 
She goes on to point to the different features of the coaching intervention and how it impacted 
her:  
Because it wasn’t even just you’re doing it and that’s it. It was you’re doing it and 
you’re looking at data, and you’re being coached, and you’re writing reflections. 
So, all of those different things make you think about it in different perspectives. 
Finally, Avery continued to express her confidence but also more competence after the 
introduction of coaching. When asked what her comfort level in implementing evidence-based 
practices she said: 
I really want to do this. When I [finished student teaching], the children wanted 
my opinion, and because I had used the social-emotional [practices] and what I’ve 
learned through this [study], I stopped [child with challenging behavior] from 
going into her real spin by using social-emotional [practices]. 
Avery goes on to specifically describe the child engagement strategies she used to support this 
particular child such as asking open-ended questions and getting on the child’s level to invite her 
into play. The coaching intervention gave the participants confidence to articulate the specific 
teaching practices they were using and why. All the participants had increased positive self-
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efficacy for supporting the social-emotional competence of young children after the coaching 
intervention. 
 Dissonance. The coaching intervention caused dissonance for some participants as they 
worked through their understanding and implementation of evidence-based practices and their 
future abilities to implement evidence-based practices. Morgan expressed frustration with the 
dissonance between her perceived personality and the data collected during coaching: “I was 
telling [the coach] how frustrated I am that data shows I have a hard time giving students 
positive comments.” Morgan is self-described as “bubbly” but did not feel her data reflected this. 
Morgan attributed her inability to implement evidence-based practices to the challenging 
behavior in the classroom:  
I struggle. I talk about this a lot because my teachers tell me that this class has two 
of the hardest children she’s ever had in her thirty years, besides like one other 
kid, which is, says a lot, I would think. So, there’s a lot of discipline going on in 
my class and I don’t know if that’s obstructing, because I’m like super bubbly and 
positive.. 
Emerson also described dissonance. Throughout the study she described her success in 
implementing practices to prevent challenging behavior, but still expressed her discomfort in 
working with children with challenging behavior and attributed this to a lack of training, “I still 
... I mean, especially since I’m not a teacher and I don’t have like my licensure and I feel like I 
need to be more [effective in intervening with] their aggressive behaviors.”  
 Coaching impacts on the use of evidence-based practice. As demonstrated in the 
quantitative results, coaching impacted each participants’ use of evidence-based practices. 
Participants also qualitatively described their perceptions of coaching’s impact to their teaching 




 Data-driven practice. Morgan and Emerson noted their changes in practice after 
examining the data from observations. Morgan reported: 
I think looking at the data definitely helped because I’m a visual person. If I see 
that number, a percentage in my mind, that clicks more than someone verbally 
saying, ‘You can change this, or you could do this different.’ Because I think, 
‘Why? What’s the reason?’  
During coaching meetings, the participants examined their data and identified goals. These goals 
were present in their mind for thinking about continuous improvement beyond the student 
teaching semester. Emerson talked about how in the future she is going to keep working on her 
goals from coaching; she said, “[I will] continue to ask and work on asking open-ended 
questions, because that’s something that I’ve gotten a lot better at but there’s still room for 
improvement on that.” In this statement, Emerson was referring to her data and making long-
term goals for her future teaching practice based on the data.  
 Growing awareness of practice. All of the participants described how the coaching 
intervention helped them to grow a more critical self-reflective stance helping them to better 
understand and change their practice. Morgan said:  
Well when [the coach and RA] aren’t there, I will interact with a child, and I’m 
like, “I could have done this different.” And [the coach] gave me little checks. Or 
even when we were adjusting one specific practice, one of the questions was like, 
“How will you know you’re succeeding?” [The coach] would make me think 
about it other than just data, so I would think, “The child is more engaged” or you 
can visually see the child feeling loved on by a positive comment or something. 
So being aware of that with every interaction. 
Morgan was developing an internal system of regulation for her teaching practice. Avery also 
described how coaching helped her change her practice. She said, “[The coach] really helped me. 
I didn’t get as much support from the cooperating teachers as I wanted. So, with [the coach], she 
really helped me figure out how to go along with the teacher wanted, but also support children’s 
social-emotional competence.” Last, Emerson echoed both Morgan and Avery’s descriptions of 
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growing awareness of practice: “[Coaching] made me more aware. I was aware, but I didn’t 
know how to improve my teaching and how to help the students with their behaviors, because I 
didn’t know where to start with my own [practice].”  
 Evidence-based practice impacts efficacy. The last subtheme emerging after the onset of 
coaching was how the use of evidence-based practices – as supported through the coaching 
relationship – impacted participants’ efficacy for implementation. Morgan said, “I don’t know if 
I would feel as confident without that much practice.” Emerson noted how the coaching 
relationship had supported her in understanding her ability to implement effective teaching 
practices which impacted her self-efficacy: “The study definitely showed me that I did have the 
abilities, but I just need to have more confidence in what I’m doing. And that I’m knowledgeable 
and aware of what’s happening.” The coaching intervention impacted the participant’s use of 
evidence-based practices which, in turn, strengthened their self-efficacy.  
 Disposition toward supporting social-emotional competence. Understanding the 
participants’ dispositions toward the importance of social-emotional competence was necessary 
as a foundation to building their self-efficacy. In other words, a teacher must first believe an 
outcome is important to be motivated to improve his or her practice to impact that outcome. For 
example, teachers who see child engagement as a strategy towards reducing and preventing 
challenging behavior are more willing to use practices specifically targeting child engagement. 
There were similarities in the participants’ dispositions related to the importance of supporting 
social emotional competence in the categories of emotional behavior and child engagement but 
differing attitues towards addressing challenging behaviors.  
 Emotional behavior. All participants had a strong disposition toward supporting 
children’s emotions in the classroom sensitively and responsively. Emerson stated this simply by 
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emphasizing, “bonding with the children is really important.” Avery noticed that because she had 
worked hard on building a strong relationship with a child with challenging behavior, the child 
was less likely to display challenging behavior. She also added the child wanted to be with her 
more than other teachers. Further, she noticed building a relationship with a child prevented the 
child from being excluded for disciplinary reasons by the cooperating teacher as indicated by the 
following:  
I’ve helped him. He’s figured out that he’s got to calm down when he builds 
things in the block area and he hasn’t been pulled out of the block area since I 
started including him in the observations…I say, ‘What are you doing?’ and he 
explains, and he keeps on playing. 
This experience contributed to Avery’s efficacy in supporting children’s social-emotional 
competence because she observed children responding favorably to her relationship building 
strategies.  
Morgan had a strong initial disposition to supporting children’s emotional competence in 
the classroom as indicated below:   
I think that when a teacher wraps their words and actions in love, a child knows 
it’s coming from a positive place, rather than if they don’t know your intention 
behind it. They’re going to react in a different way. 
Later, she discussed how she thought a responsive attitude toward emotions would benefit 
everyone saying, “Even as an adult, I wish others would do this for me. ‘I saw you felt X about 
this, do you want to talk about it?’ I think this type of approach or strategy could make the world 
– and our classroom – a much better, honest, and vulnerable space.” Morgan’s strong, positive 
disposition toward supporting the emotional competence of young children laid the foundation 
for her efficacy in implementing evidence-based practices. 
 Child engagement. The participants all gained a greater appreciation of child engagement 
as an evidence-based practice to support social-emotional competence and prevent challenging 
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behavior. Avery began the study with this disposition as she reflected on the environment her 
cooperating teacher developed: “I want to have more centers… [The cooperating teacher] doesn't 
give them the choice to go [to preferred centers].”  This comment reflected Avery’s 
understanding of the importance of engaging children to support their learning and development 
indicating her confidence in supporting future children in this manner. Morgan recounted an 
experience where she was frustrated finding ways to engage a group of children:  
There was one day and I couldn’t get [the children] to do anything. And [the 
coach] was asking me specific questions about what they were interested in, and 
I’d think back and think, ‘Oh, this!’ and [the coach] said, ‘What could you have 
done with just that?’ 
She realized engaging children didn’t need to be a complicated process but she could find 
specific/simple points of interest to engage children. Her efficacy in using evidence-based 
practices for engaging children in classroom activities was supported by this shift in 
understanding of how to support child engagement.  
Challenging behavior. The participants had different dispositions toward challenging 
behavior of young children and how such behaviors impacted the development of positive social-
emotional competence. Those dispositions included: (a) fear, (b) misunderstanding, (c) 
challenging normative structures, and (d) bewilderment. Emerson often displayed fear when 
talking about challenging behavior, saying, “I don’t want [the behavior] to escalate.” In her final 
interview she reflected on her continued interest in learning how to better intervene with 
challenging behavior despite her descriptions of multiple instances of successfully intervening 
with children who had challenging behaviors. Her competence in using evidence-based practices 
did not match her self-efficacy. She focused on the possibility of children with challenging 
behavior hurting her, themselves, and other children: “I need to learn more about how to 
appropriately handle students who are physical with their aggressive behaviors so they don’t hurt 
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me and they don’t hurt themselves or others…Not restraining the children but keeping their 
bodies safe and your body safe.” Her hesitant disposition to children’s negative social-emotional 
behaviors may have interfered with her developing positive self-efficacy for supporting young 
children who demonstrate challenging behaviors.  
Avery often misunderstood challenging behavior by viewing challenging behavior from a 
deficit perspective. She attached disability labels such as “severe behavior problems with an 
IEP” and/or talked about the difficult home life of the child when describing a child who 
demonstrated challenging behavior. For example, she described a child: “he struggles with 
sensory motor, not that he’s diagnosed or anything, but he’s just all over the place and he gets in 
trouble.” Avery’s disposition toward challenging behavior shifts the locus of control out of her 
power, which may have influenced her ability to view efficacious teaching practices as impactful 
for decreasing child negative social-emotional behavior.  
Last, Morgan discussed challenging behavior in two ways. First, Morgan reflected on 
how she questioned the normative talk other teachers use when discussing challenging students.  
Morgan’s journal entry noted, “If a child won’t stop talking, would it be worth sitting the child 
down to investigate what need he or she might be trying to fulfill by the ‘misbehavior’?” Early in 
student teaching Morgan demonstrated a willingness to try new approaches for working with 
children with challenging behaviors which might have reflected positive self-efficacy. Towards 
the end of student teaching, she became bewildered by how challenging behavior was impacting 
her teaching, the classroom environment, and preconceived notions of how teaching should look. 
She shared, “There’s a lot of discipline going on in my class and I don’t know if that’s 
obstructing because I’m super bubbly and positive.” As challenging behaviors continued to 
occur, her disposition shifted more negatively toward challenging behavior, For Morgan, her 
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shifting dispositions suggested uneven effects of PBC on her self-efficacy for supporting 
children with more intensive social-emotional needs.  
 Cooperating teachers’ use of evidence-based practices. A theme across the participants 
was their reflections on their cooperating teachers’ use of evidence-based practices. These 
reflections influenced their own increased self-efficacy to implement evidence-based practices. 
Particularly for Morgan and Avery, the non-examples, or times they observed their cooperating 
teachers using practices they actively disagreed with, often influenced both their understanding 
of teaching practice and increased their desire to implement evidence-based practices. Avery 
discussed her cooperating teacher’s structuring of free play centers. She described how her 
cooperating teacher required children to stay in one center for the whole free-choice time: “this 
teacher really doesn’t let them [move around], not that she’s a bad teacher, but she is very 
structured…She doesn’t give them the choice to go [to different centers].”  Similarly, Morgan 
recounted instances in which her cooperating teacher used outdated and possibly ineffective 
teaching practices:  
I think my eyes have been open to what it looks like to not change easily by 
watching my teacher…I think that’s just not right for your children because 
you’ve been doing it forever, but there’s always new research and new practices 
and people coming up with new ideas and social emotional is relatively new as far 
as I understand. So, I would say if someone has a way of doing something better 
than I’m doing it, why would I not try it? 
Last, Emerson never commented about her cooperating teacher but did mention a prior 
experience impacting her perception of what is (or is not) good teaching practices. She said, “I 
went to another placement, and I saw this is not evidence-based and it was bad.” The 
participants’ descriptions of cooperating teachers use (or non-use) of evidence-based teaching 
practices clearly showed the participants’ perceptions of the negative impacts to children’s social 
emotional competence. The participant observations affirmed their dispositions toward wanting 
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to implement evidence-based practices in their own future classrooms. However, it is unclear 
whether the simple observation of ineffective teaching practices impacted the participants’ self-
efficacy for implementing evidence-based practice.  
Participants’ Use of EBPs and Self-Efficacy: Triangulated Data 
 To deepen an understanding of research question 1 and 2, the quantitative and qualitative 
data were triangulated to examine convergences and divergences. For each research question, the 
quantitative and qualitative data were examined together. A data convergence label of confirm or 
disconfirm was applied for each participant with confirm denoting the quantitative and 
qualitative data align and disconfirm denoting the data do not align. The integrated analyses can 
be viewed by research question in Tables 4.6 and 4.7.  
The data for research question 1 (Is there a functional relationship between coaching and 
preservice teachers’ use of evidence-based practices?) revealed convergences for each 
participant (see Table 4.6). The visual analysis of quantitative data demonstrated Emerson’s use 
of evidence-based practices increased by 19% with the introduction of coaching. Qualitatively, 
Emerson expressed a perception of increased ability to implement evidence-based practices. She 
described, “Learning what I've learned in this study…I am way more aware and I actually know 




Table 4.6. Research Question 1 Data Triangulation 
Research Question 1: Is there a functional relationship between coaching and preservice 
teachers’ use of evidence-based practices? 
Participant Quantitative Data Qualitative Data 
Examples 
Data Convergence Label 
Emerson Coaching increased use 
of EBPs 19% 
“having the support 
from the study showed 
me I did have the 
abilities” 
Confirm 
Morgan Coaching increased use 
of EBPs 31% 
“I have improved greatly 
each day” 
Confirm 
Avery Coaching increased use 
of EBPs 34% 
“Coaching has helped 




Similar results were also seen for Morgan and Avery. Quantitatively, Morgan increased 
her use of evidence-based practices by 31% after coaching. Qualitatively, Morgan noted how her 
abilities have strengthened through the coaching intervention: 
I have improved greatly each day… I wish every teacher could have an 
opportunity for this intervention because I would have never been able to 
recognize how my interactions during free play influence my children without 
someone coming in and pointing out specifics. 
Avery was able to increase her use of evidence-based practices by 34% post coaching. In her 
qualitative data, Avery noted multiple areas where coaching impacted her practice including her 
ability to target children needing to be engaged and using specific language to further engage 
children in play. She said, “Coaching has helped really because when I was about to say, ‘that's 
cool’ instead I said, ‘what is that?’ And he says, ‘It's a purple octopus, spraying water.’ It was 
really cool to learn about what he was building.” She also said, “Coaching has helped me invite 
children into play situations. It made me aware of every kid, every child, versus me focusing on 
the one child that I'm talking with.” 
 The data for research question 2 (Does coaching impact preservice teachers’ self-efficacy 
regarding their implementation of evidence-based practices?) revealed convergences and 
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divergences for the participants (see Table 4.7). For the quantitative data, each participants’ 
change in scores on the TSES was calculated from pre-study to post-coaching. Emerson’s TSES 
demonstrated a 31% increase in her self-efficacy. Qualitatively, she also demonstrated an 
increase in positive self-efficacy post-coaching: “I learned more of how I can change myself to 
help [the children]. [Coaching] made me more aware,” and, “It made me feel proud of myself…” 
 
Table 4.7. Research Question 2 Data Triangulation 
Research Question 2: Does coaching impact preservice teachers’ self-efficacy regarding their 
implementation of evidence-based practices? 
Participant Quantitative Data Qualitative Data 
Examples 
Data Convergence Label 
Emerson Coaching increased self-
efficacy 31% 
“I learned how I can 
change myself to help 
them. It made me 
more aware.” 
Confirm 
Morgan Coaching increased self-
efficacy 4% 
“I was telling her how 
frustrated I am that 
data shows I have a 




Avery Coaching increased self-
efficacy 48% 
“That is something that 
I’ve always been good 




 Morgan and Avery had differing patterns related to coaching’s impact on their self-
efficacy. Quantitatively, Morgan had a minimal increase (4%) in self-efficacy post coaching. 
However, her qualitative data confirmed this trend as she noted the coaching process made her 
feel frustrated and/or dissonant in her efficacy. In her final interview she discussed coaching’s 
impact to her understanding of teaching: “I never thought I'd be saying I struggle with positive 
comments, but I wouldn't know it. I would think that I was fine until I was told I wasn't.” The 
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coaching process improved her practice (see above) but did not positively impact her self-
efficacy. 
Avery’s quantitative data showed substantial (48%) changes in self-efficacy. However, 
her qualitative data disconfirmed this trend as she maintained high levels of self-efficacy 
throughout the study. In her initial interview she noted positive self-efficacy related to 
implementing practices to support social-emotional competence, saying, “I think I can 
[understand supporting social emotional competence]. I know which children work better 
socially with other children. Which ones who get too involved and are too just ... I can see that 
and I can implement the way, "This is how we treat our friends", and all that.” Throughout 
Avery’s journals she noted she would not change her teaching practice because she felt she was 
already implementing practices effectively. However, when asked directly, Avery did note 
coaching impacted her teaching practice. She said, “[The coach] really helped me. I didn’t get as 
much support from the cooperating teachers as I wanted. So, with [the coach], she helped me 
figure out how to support [the children’s] social-emotional [competence].” Although Avery 
noted coaching helped her to implement practices, she did not comment on coaching’s impact to 
her self-efficacy.  
Coaching’s impact on participants’ perceptions of EBPs implementation: Narrative 
analysis. A narrative analysis of participant journals was completed to answer the final research 
question: How does the coaching intervention influence preservice teachers’ perception of their 
implementation of evidence-based practices and their actual experiences in early childhood 
classrooms? A total of 13 journals were collected from the three participants. In the journals, 
each participant recounted a specific instance using teaching practices to support social 
emotional competence and then reflected on how this experience informed their knowledge and 
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efficacy of evidence-based practices. At the onset of intervention phase, the participants were 
also asked to reflect on the impact of coaching.  
Using a narrative analysis approach, each journal was analyzed to determine the 
participants’ recalled memory of using evidence-based practices in the classroom and the 
function of this recall to participants’ understanding of their efficacy. Once coaching was 
introduced, the participants’ reflections on the impact of coaching was analyzed to see if it 
influenced the relationship between participants’ teaching experiences and self-efficacy. Table 
4.8 highlights the teaching practices the participants recalled, the function of these descriptions 
on their knowledge or efficacy, and impacts of coaching. Each function was qualified as high or 
low for knowledge or efficacy statements based on positive or negative statements participants 
made reflecting on their use of teaching practices. The efficacy and knowledge statements were 
coded by the researcher and RA as positive or negative and consensus was reached across all 
codes. Then, for each journal, all statements were grouped to determine whether the participant 





Table 4.8. Participant Journal Reflections: Teaching Practice, Functions, and Impact of 
Coaching 





Conflict resolution Encouragement Engagement 








Building relationship Conflict resolution 
Function Efficacy: Low 
 





Engagement Positive comments Conflict resolution 
Function Efficacy: High Efficacy: Low Efficacy: High 
Coaching 
Impact 





Engagement Positive comments Encouragement; 
Engagement 
Function Efficacy: High Efficacy: Low Knowledge: High 
Coaching 
impact 





  Engagement 
Function   Efficacy: High  
Coaching 
impact 
  Positive 
Note: Shaded cells denote journals written after the onset of coaching. 
 
Emerson – pre-coaching. Emerson wrote two journals prior to the onset of coaching. In 
her first journal, she described an instance of attempting to mediate a conflict between two 
children. Her recount of the teaching situation included children who were too close to one 
another and one child yelling at another which frightened the child. Emerson said, “And I asked 
her, ‘Did that scare you?’ and she said yes…I suggested to say excuse me before he walked 
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by…and then four minutes later he went, got more blocks, and then screamed again.” Emerson 
described her attempt at intervening in the interaction to prevent the challenging behavior by 
facilitating a positive interaction. It was not particularly effective and she did not describe any 
additional attempts to facilitate the interaction. This denotes a possible lack of knowledge in how 
to effectively engage children before challenging behavior occurs.  
In Emerson’s second pre-coaching journal, she described a scenario in which she was 
able to successfully support the emotional experience of a young child who had had a toileting 
accident through responsive care strategies. She described her interaction with the child saying,  
I told her that it was okay that she went to the bathroom. That she was not in 
trouble and she kept saying, ‘I’m scared, I’m scared.’ I said, ‘You’re safe at 
school. You’re not in trouble. You didn’t do anything wrong. It was an accident. 
Sometimes your body when you’re asleep, just things happen.’ 
Emerson then describes positive self-efficacy in supporting the child in this moment noting her 
natural disposition to caring for children: “naturally I know how to change a child and make 
them feel comforted.” However, her self-efficacy about the experience overall was low as she 
felt unknowledgeable about the correct approach: “I didn't really know what to do in the 
moment.” Prior to coaching, Emerson’s narratives relative to implementing evidence-based 
practices were characterized by hesitance and uncertainty. 
Emerson – post-coaching. Both of Emerson’s journals post-coaching described scenarios 
in which she used specific strategies to successfully engage children in activities and routines. 
First, she described her use of positive comments to engage a child. Emerson said, “[The child] 
was talking a lot and showed a lot of emotion which she normally doesn’t show a lot of. She was 
smiling and laughing and verbally communicating a lot.” Emerson then described her practice of 
using positive comments, “I was praising her and she just lit up so it was completely different.” 
Emerson described the effectiveness of coaching: “Coaching has made me more aware of what 
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I’m saying and how what I say really does impact how the children behave and react to 
things…just their reactions to me. They trust me more.” In Emerson’s final journal, she 
described how she used her knowledge of a particular child’s interests to prevent challenging 
behavior from occurring. She provided the child a sensory tool to redirect the child’s behavior 
and attention. She said, “It made me feel proud of myself realizing how simple this seems to me 
but how big of an impact it makes to her.” She further described the impact of coaching on her 
understanding of how to approach challenging interactions: “Coaching has helped me focus more 
on the children’s behavior and seeing how I could change my teaching styles just to meet their 
needs. We already learned in school to be child directed. This is more of how I can change 
myself to help them.” Emerson’s comments reflected coaching’s positive impact to teaching 
practice and the indirect effect on child behavior.  
Morgan – pre-coaching. Morgan completed two journals prior to the onset of coaching. 
In her first journal, Morgan described a scenario where she used encouragement to help the child 
stay engaged with classroom activities. She said, “I went over to [the child] and asked if she was 
done. She became teary-eyed and told me she just couldn’t do it…I reminded her perfection is 
not what we are striving for in our classroom.” This comment reflects Morgan’s encouragement 
of the child to engage positively with class activities. Morgan further described checking in with 
the child later and encouraging her to stay persistent: “[The child] seemed very pleased with me 
sitting down to have this conversation with her, and I realized the power in checking in later with 
a student who expresses what might seem like a tough emotion.” In her second pre-coaching 
journal Morgan discussed her reflections on the importance of building relationships with young 
children to prevent challenging behavior. She said, “I’m unsure how realistic this idea is but I’m 
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starting to think it’s worth a try.” Prior to coaching, Morgan was successfully implementing and 
reflecting on evidence-based practices to support young children’s social-emotional competence. 
Morgan – post-coaching. Morgan completed two journals after the onset of coaching and 
both were related to her use of positive comments to engage children. She discussed her 
frustrations with her ability to use positive comments. She attributed her difficulty in using 
positive comments to children’s challenging behaviors: “I may be struggling because this group 
of students are particularly hard behaviorally. I often have to discipline students for behavior, 
and I fear this has impacted my ability to compliment them consistently.” Through coaching, 
Morgan learned about the importance of facilitating positive interactions between adults and 
children which is important for children who demonstrate challenging behaviors, since they often 
receive a higher proportion of negative interactions with adults. However, Morgan was 
struggling with how this works in practice, “I say more positive things to my ‘energy takers’ 
[children demonstrating challenging behavior] than other students…I feel bad knowing my other 
students may not get as much of that love because my words are being used elsewhere. I’m 
trying to find a balance…” 
Morgan felt dismayed at her data by stating, “I was surprised by one area that I scored 
much lower on than I expected: positive comments.” She described how coaching impacted her 
understanding of her teaching practices. “She would make me think about [my teaching] other 
than just data, so I would think, "The child is more engaged" or you can visually see the child 
feeling loved on by a positive comment. So being aware of that with every interaction.” 
Coaching helped Morgan make the connection between her teaching practice and the behavior 
and learning of children. 
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Avery pre-coaching. Avery completed three journals prior to the onset of coaching. In 
her first journal she described her persistent use of strategies to engage a child with challenging 
behaviors.   
We just can’t have her with kids because she’ll hit or get frustrated. I was with her 
and I was asking her things, ‘What are we building?’ and things like that…Just 
keep trying. Keep asking her things and if she refuses, she refuses. But if I keep 
asking, maybe eventually she’ll warm up. 
Avery is tenacious in trying to engage this child, but, unfortunately, her knowledge of effective 
practices for engagement is low.  
In her second and third journal, she described using conflict resolution strategies. She 
described a successful resolution of conflict between two children saying, “[Child 1] wanted it 
and then [Child 2] wanted it and [Child 2] usually gets her way. I said, ‘Hey let’s work together.’ 
And they figured out how to connect what they were fighting over to make a shower.”  Then, 
Avery demonstrated positive self-efficacy in her conflict resolution saying, “I felt pretty good 
about how I handled it because he has a tendency to cry and I’m just glad he didn’t break down.” 
Throughout these journals, Avery was learning the value of positive peer interactions but may 
need more assistance in supporting children to engage in positive behaviors initially rather than 
intervening once negative behaviors have already begun. 
Avery post-coaching. Avery completed two journals after the onset of coaching. Both 
journals addressed her growing understanding of effective child engagement strategies. First, she 
described how she used engagement strategies to approach a quiet child:  
One of the kids, he’s newer and he’s an anxious child…He was sitting there and I 
say, ‘[child’s name], can you come play with me and [another child]?’ I asked 
him what was wrong. He didn’t say anxious. He said, ‘I’m sad. I want my mom.” 
…He’s very sensitive. 
She further described how the child was able to engage in the play after her invitation and stayed 
engaged even after she left the situation. Avery described how coaching helped her by stating: 
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“What has helped me, is to figure out how to focus on that one child but also focus on the other 
children that are there.” Through the coaching relationship, Avery was able to learn how to 
broaden her “teacher vision” in the classroom to ensure all children are authentically engaged in 
classroom activities, especially children who may typically go unnoticed. 
Avery provided other examples of her success in engaging another child early to prevent 
challenging behavior from occurring:  
Usually when she gets to that point under the table, nothing happens. She’s done. 
After she has hit people…usually we ignore the behavior…but I was able to stop 
that and have her draw and that really helped her emotionally and socially. After 
that, no hitting, no nothing. 
Coaching strengthened Avery’s understanding of effective interactions to prevent negative 
behavior before it occurred. In addition, Avery saw the value in active engagement strategies in 
contrast to the usual classroom routine of ignoring challenging behavior. Avery explained how 
coaching helped her facilitate this process, “Coaching really did help me because I would’ve just 
ignored but I said, ‘Can you come draw me a picture?’ She needs to be engaged.”  
Summary of narrative analysis of participant journals. Participants were able to use the 
journals to reflect on their use of evidence-based teaching practices to support social-emotional 
competence in the classroom and their feelings associated with using particular practices. The 
journal narratives were analyzed to identify teaching practices and the participants’ knowledge or 
efficacy statements. Emerson started with low self-efficacy/knowledge and ended with high self-
efficacy and knowledge while Morgan started with high self-efficacy/knowledge and ended with 
mixed self-efficacy and knowledge.  Avery consistently described high self-efficacy and 
knowledge for supporting social-emotional competence. Participants consistently described 
coaching positively in mediating the relationship between how they feel about teaching practices 
and what actually occurs in the classroom (see Table 4.8). 
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Summary of Results by Research Question 
Research question 1. The first research question asks, is there a functional relationship 
between coaching and preservice teachers’ use of evidence-based practices and is coaching a 
socially valid teacher education method? Visual analysis of the observational data demonstrated 
a clear functional relationship between coaching and use of practices as demonstrated by 
immediate mean changes in the participants’ behavior following the introduction of the coaching 
intervention. This was seen across all three participants with small to moderate changes in their 
use of practices. Social validity data demonstrated the participants and their cooperating teachers 
felt the coaching intervention was important for reaching goals related to increasing use of 
evidence-based practices, the procedures of the coaching intervention were acceptable and the 
outcomes were relevant and positive. Qualitative data also demonstrated the participants’ felt the 
coaching intervention positively impacted their ability to implement evidence-based practices.  
Research question 2. The second research question explored, does coaching impact 
preservice teachers’ self-efficacy regarding their implementation of evidence-based practices? 
Quantitative and qualitative data were collected to explore participants’ self-efficacy related to 
implementation of evidence-based practices. Results of the TSES over the course of the study 
showed two of three participants (Emerson and Avery) increased their self-efficacy. However, 
the qualitative results indicated two different participants who stated the study increased their 
self-efficacy (Emerson and Morgan). In interviews and journals, Avery maintained high self-
efficacy throughout the course of the study even though she increased her self-efficacy on the 
TSES. Morgan had little change in her self-efficacy on the TSES but made more positive self-
efficacy statements post-coaching than pre-coaching.  
Research question 3. Finally, the third research question explored, how does the 
coaching intervention influence preservice teachers’ perception of their implementation of 
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evidence-based practices and their actual experiences in early childhood classrooms? Through 
journals and interviews, it was clear the participants began to understand the interplay of self-
efficacy and practice. Coaching was consistently cited, across participants, as a factor in 
developing their perception of competence and confidence in implementation. Further, the 
participants were able to connect these feelings to actual occurrences of successful use of 
practice in the classroom. 
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CHAPTER 5: DISCUSSION 
This study used a multi-method design to examine student teachers’ use of evidence-
based practices and related self-efficacy after participating in a Practice-Based Coaching (PBC) 
intervention. The PBC intervention occurred during student teaching practicum and focused 
explicitly on practices to support the social-emotional competence of young children. Research 
has established the distinct importance of preparing early childhood teachers to enact high 
quality teaching practices to support children’s social-emotional competence for developing 
children’s capacity to learn and develop positively in school. Many studies have demonstrated 
positive social emotional competence of young children in preschool years contributes to 
positive outcomes across a myriad of domains (i.e., health, education, employment) (Burchinal et 
al, 2002; Hamre & Pianta, 2001). This study used the student teaching practicum as a setting to 
enact PBC to make meaningful changes to teacher practice prior to entering the field. The results 
are highly relevant to the early childhood education and teacher education fields because of the 
importance of teaching novice teachers to effectively use evidence-based practices with high 
self-efficacy for supporting the social-emotional competence of young children.  
In this chapter, the study results for each research question are situated within recent 
research on early childhood teacher education or teacher education more broadly. Practice 
implications are considered for teacher preparation programs. Last, discussions are presented on 
research limitations and future directions.  
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Coaching’s Impact on Student Teacher Use of Evidence-Based Practices 
The first research question focused on student teachers’ use of evidence-based practices 
from baseline through intervention (PBC) and maintenance periods. Use of evidence-based 
practices was assessed through observation of participants in daily classroom activities and 
routines. Findings demonstrated increased use of evidence-based practices for all participants 
from baseline through intervention. A slight decrease in participants use of practices over the 
course of baseline may be attributed to the increase of responsibility and integration of 
knowledge student teachers undergo in their student teaching semester. This lends further 
evidence to the positive influence of coaching for student teachers because a positive effect was 
still found. In addition, participants were able to maintain increased use of evidence-based 
practices as compared to baseline levels. These findings suggest PBC can be adapted for use with 
preservice teachers to make meaningful change to teacher practice prior to entering the field. 
Research demonstrates novice teachers who enter the field using evidence-based practices with 
high fidelity are more effective in impacting child outcomes (Fixen et al., 2013). Establishing the 
use of PBC in early childhood teacher education can positively impact the growing early 
childhood workforce.  
The results of this single case, multiple baseline design are aligned with other recent PBC 
intervention research. Here, the study results will be considered in conjunction with other 
research on PBC specifically or coaching broadly. The following topics are explored: (a) the 
number and novelty of focus teaching practices for coaching, (b) latency period between 
observed teaching and coaching session(s), (c) dosage and timing of coaching, (d) maintenance 
effects of coaching and (e) coaching model.  
First, the number of teaching practices to focus on in the coaching relationship is 
important to consider. In one of the earliest PBC studies, Fox et al. (2011) used a PBC 
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intervention in a study similarly designed to the current study, with practicing preschool teachers 
to increase their use of Pyramid Model practices. The results showed similar trends to the current 
study. This early study demonstrated the functional relationship between PBC and teacher 
practice where each teacher increased his or her use of Pyramid Model practices following the 
initial introduction of PBC. As the PBC continued, the participants’ use of Pyramid Model 
practices correspondingly increased. These participants were coached on a wide array of 
Pyramid Model practices (152 distinct practices). Participants in the current study showed 
similar immediate changes in use of practices however the trend of increasing use of practice 
was not observed. This may be because the participants in this study were only coached on five 
focus practices (selected indicators from child engagement subscale of Teaching Pyramid 
Observation Tool; see Chapter 3) as opposed to 152 practices. In fact, the current results 
demonstrated a high level of proficiency (over 75% time using practices) during the PBC phase 
of the study, leaving little room for additional growth on the five targeted practices.  
In addition to considering the number of focus teaching practices, it is pertinent to 
consider the novelty of focus teaching practices. In this study, the participants were observed on 
a set of five familiar evidence-based practices to be used at the universal classroom level (all 
children). In fact, many of the participants were already using some practices with a high level of 
implementation fidelity (e.g., speaking with children on eye-level). In a previous study (Conroy 
et al., 2014), a group of teachers were tasked with learning eight novel teaching practices 
associated with a new tier two intervention package. The practices were specific teaching 
practices targeting children with challenging behaviors (e.g., use of “precorrection” where the 
teacher issues a verbal statement to remind a student of expected behavior). The teachers were 
coached using PBC over 14 weeks with two coaching sessions per week for a total of 28 
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coaching sessions per teacher. Using a descriptive nonexperimental design, the researchers 
documented a substantial change in teachers use of practices (Cohen’s d ranging from 0.12 to 
1.75 for different teaching practices). Future research should consider the novelty and number of 
teaching practices along with dosage and timing when designing an implementation of PBC. 
Next, the latency period between observed teaching and coaching session(s) are an 
important consideration of PBC or other coaching studies. Donegan-Ritter and Van Meeteren 
(2018) implemented a PBC intervention with infant and toddler teachers to support their use of 
language facilitation strategies. Using a simple pre/post study design, the authors showed all 
teachers were able to increase their use of language facilitation strategies and maintain these 
increases up to 6 months post intervention. The authors in this study found teachers responded 
differentially to PBC using some practices with higher fidelity than others but it was unclear why 
this difference was observed. In the current study, at baseline the participants had differing levels 
of use of practices (42.3% to 57.4%) and at PBC phase the participants had very similar levels of 
use of practices (76.1% to 77.4%). In this case, then, the participants responded similarly to 
PBC. The major difference between the two studies was the latency between observed teaching 
and coaching sessions. The coaches in the Donnegan-Ritter and Van Meeteren (2018) study 
completed coaching visits within one week of observed teaching period, whereas in the current 
study all coaching was completed on the same day as the observed teaching period. This suggests 
latency between observed teaching and coaching sessions may be an important consideration 
when designing PBC interventions with reduced latency times increasing the power of PBC.  
Another consideration of coaching studies is the dosage and timing of the coaching 
intervention. In the current study participants were coached for different amounts of time based 
on their needs, timing of school breaks, and single case methodology considerations. Emerson 
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received ten coaching sessions, Morgan received seven coaching sessions, and Avery received 
six coaching sessions. Coaching lasted between three and six weeks. Each participant reached 
their highest implementation of evidence-based practices within two to four PBC sessions 
suggesting dosage may only require four or five coaching sessions per small (5-7) set of related 
teaching practices. Coogle, Ottley, Rahn, & Storie (2018) conducted a bug-in-the-ear coaching 
study where participants received an average of seven coaching sessions. They reported similar 
results to the current study where participants were able to quickly respond to the live coaching 
and reach implementation fidelity within the first few coaching sessions.   
Other forms of professional development have issues with securing maintenance data 
reflecting gains made during intervention phase (Sheridan et al., 2009). It is critical for 
professional development and teacher education efforts to demonstrate sustainability beyond 
initial training. PBC interventions have shown great promise for maintenance. Fox et al. (2011) 
demonstrated teachers were able to maintain their use of Pyramid Model practices at the criterion 
level for implementation for 3 weeks post-intervention. Donegan-Ritter and Van Meeteren 
(2018) also found PBC effects maintained up to 6 months post-intervention. In the current study, 
maintenance data was collected immediately following intervention. This was due to the nature 
of the student teaching setting. Since student teachers spend a short amount of time within their 
sites it was impossible to collect maintenance data with a significant difference in timing from 
intervention. However, the participants demonstrated effects of PBC remained at the 
maintenance time points (average 7% decrease in use of practices). Future data could be 
collected on these participants’ current use of practices but it may be difficult to compare data as 
the setting will have changed.  
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The current study used an expert-model of coaching occurring on-site. Recent research 
has explored other modalities for delivering PBC such as peer coaching and group coaching 
(Fettig & Artman-Meeker, 2016; Kennedy & Lees, 2016), bug-in-the-ear coaching (Ottley, 
Coogle, Rahn, Spear, 2017; Rock, Gregg, Thead, Acker, Gable, & Zigmond, 2009), and virtual 
coaching through video and email (Barton, Pokorski, Gossett, Sweeney, Qiu, & Choi, 2018). On-
site coaching through an expert-model has been shown to be preferable to self-coaching (Snyder, 
Hemmeter, McLean, Sandall, McLaughlin, & Algina 2018). Future research should investigate 
differences between other modalities of PBC delivery to determine differences in effectiveness 
and social validity.  
Coaching’s Impact on Student Teacher Self-Efficacy 
 The final two research questions explored the impacts of coaching on student teachers’ 
self-efficacy by collecting quantitative (Teachers’ Sense of Self-Efficacy Scale, TSES) and 
qualitative (interviews and journals) data. All findings related to impacts on teachers’ self-
efficacy are considered exploratory due to the nature of the study design. Findings demonstrated 
coaching positively impacted two of the three participants’ self-efficacy as measured by the 
TSES and for all participants as measured by qualitative data analysis. The current study’s 
results regarding coaching impacts on self-efficacy will be considered based on the current 
research literature. The following topics are explored below: (a) bidirectional nature of teaching 
practice and efficacy, (b) moderating effects of initial self-efficacy, (c) differential effects of 
specific coaching components to self-efficacy, (d) face-to-face model of coaching, and (e) 
fidelity to coaching interventions.  
 At the outset of this study, the framework driving study design conceptualized PBC as 
having impacts to both student teachers’ use of evidence-based practices and self-efficacy. In 
addition, based on previous professional development research, it was noted teacher self-efficacy 
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would also have a moderating impact on teacher practice. In other words, PBC may directly 
positively impact teacher practice but also indirectly impact teacher practice through teacher self-
efficacy. However, based on qualitative results, it was found the participants noted the more PBC 
compelled them to use a practice effectively (direct relationship) this impacted their self-efficacy 
(indirect relationship). In Figure 5.1, the red arrow denotes the added direction of practice 



















Researchers have refined professional development theories of professional growth to 
further elucidate the relationship between self-efficacy and teaching practice. Specifically, 
Clarke and Hollingsworth (2002) elaborated on Guskey’s theory of teacher change (1982) 
through reviewing the empirical data looking at teacher efficacy and teacher practice. They 
described the bidirectional nature of efficacy and practice where reflection on practice 
contributed to efficacy and increasing positive self-efficacy contributed positively to practice. 
The authors refer to the above as the “Interconnected Model” and it is an important consideration 
for professional development providers and teacher education faculty when designing 
experiences for preservice or inservice teachers. Faculty can indirectly impact student teacher 
practice when they develop experiences positively affecting self-efficacy and vice versa.  
Some research has been conducted showing the bidirectional nature of teacher practice 
and self-efficacy as described in the Interconnected Model. Ciampa and Gallagher (2016) studied 
teachers engaged in a collaborative inquiry project to deepen literacy instruction. The teachers 
engaged in this process among colleagues in a peer coaching model showed higher levels of self-
efficacy. The collaborative partnership feature of PBC closely aligns with Ciampa & Gallagher’s 
case study suggesting teachers actively collaborating to improve practice contributes to positive 
impacts on self-efficacy. Another study looked at how obliging preservice teachers to engage in 
unfamiliar practices (with appropriate supports and preparation) within a student teaching 
practicum increased their self-efficacy for implementing these practices (Han, Shin, & Ko, 
2017). In other words, using a “trial by fire” method of implementing novel teaching practices 
positively impacts teachers’ self-efficacy about those practices as the teacher becomes more 
comfortable with continued use. In the current study, the participants were often asked to try new 
strategies to engage in focus practices (e.g., use an internal script protocol for commenting on 
	
111 
children’s work to provide positive feedback and encourage further engagement). Nudging the 
teachers to use a practice they might not feel comfortable implementing effectively eventually 
contributed to increased self-efficacy for that practice.  
In addition to the bidirectional nature of practice and efficacy, it is important to study the 
opportunities for efficacy growth within teachers. Anthony, Gimbert, Fultz, and Parker (2011) 
examined the impact of an e-Coaching professional development suite on novice teachers’ self-
efficacy. In the study, the participants were able to access the e-Coaching professional 
development as much or as little as they liked. The authors found participants with lower levels 
of initial self-efficacy more frequently accessed the e-Coaching. Additionally, participants who 
attended more e-Coaching sessions reported significantly higher self-efficacy overall. In the 
current study, the participant with the lowest level of initial self-efficacy (Avery) as measured by 
the TSES had the largest increase in self-efficacy scores (2.9 points) as compared to Emerson 
and Morgan (2.1 and 0.3, respectively). Avery received the fewest number of coaching sessions 
(6) as compared to Emerson and Morgan (10 and 7, respectively). However, Avery’s qualitative 
data did not support this same direction of efficacy growth. Anthony et al. (2011) reported lower 
initial self-efficacy moderated the impact of coaching on self-efficacy scores and some data in 
the current study alludes to the same phenomenon. This suggests initial lower self-efficacy 
scores are more likely to relate to increases in self-efficacy than number of coaching sessions but 
more research is necessary to fully understand this relationship.  
Next, it is important to differentiate the specific components of coaching in having varied 
impacts on teachers’ self-efficacy. In a large-scale, comprehensive initiative to transform clinical 
practice, Strieker and colleagues (2017) examined the impact to student teachers’ self-efficacy of 
a coaching model between student teachers and cooperating teachers. Within the context of year-
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long clinical internships, the student teachers in the intervention group demonstrated higher 
levels of self-efficacy at mid-year and end-year timepoints compared to student teachers in a 
traditional teacher education program. The coaching model used in Strieker and colleagues 
(2017) closely reflected the PBC model with the use of goal setting, collaborative relationships, 
and reflections. Qualitative findings demonstrated participants in the current study felt the 
cooperative nature of PBC led to more positive self-efficacy. This lends further evidence to these 
specific components as particularly important for impacting student teacher efficacy.  
The focus of recent research has been the continued teasing out of specific features of 
coaching interventions related to teacher self-efficacy. Hammond and Moore (2018) examined 
the use of a “directive” coaching model to impact teachers’ use of explicit instruction in lesson 
design and delivery. Qualitative results demonstrated an increase in positive statements from the 
teachers regarding their perceptions of the effect of coaching on practice. The teacher statements 
from Hammond and Moore (2018) similarly reflect the statements from the current study where 
the teachers explicitly cite coaching interactions impacting their use of focus teaching strategies. 
Although in both Hammond and Moore (2018) and the current study, the study design prevented 
specific conclusions on differential effects of coaching components. Future research should be 
designed to examine how different aspects of coaching may contribute to teacher self-efficacy. 
There is a recent trend in early childhood coaching literature towards e-Coaching models 
(email coaching, virtual coaching with video, etc.) (McLeod et al., 2019; Barton et al., 2018; 
Barton et al., 2016). None of these studies measured teacher self-efficacy so it is unknown 
whether there is a positive, negative, or null impact. However, the data from the current study 
demonstrated the importance of face-to-face coaching in impacting self-efficacy. Participants 
noted the importance of developing a relationship with the coach, receiving live commentary, 
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and the immediacy of examining data and receiving feedback. Another study also found teachers 
had a strong preference for face-to-face visits with instructional coaches and the importance of 
building relationships with coaches (Twigg et al., 2013). Although there are benefits to using e-
Coaching models (i.e., reaching rural teacher candidates, reducing costs) it may weaken the 
effectiveness of coaching overall in impacting teacher self-efficacy, an essential ingredient to 
successful teaching.  
Last, the close fidelity of PBC implementation in the current study contributed to the 
strong impact on student teacher efficacy. The participants noted the different features of PBC 
(i.e., focused observations, reflection and feedback) and how these impacted their self-efficacy in 
using evidence-based practices: “I’m more confident because [coaching] made me practice and 
think. You’re doing it, and you’re looking at data, and you’re being coached, and you’re writing 
reflections. All of those different things make you think about [teaching] in different 
perspectives.” A recent study looked at mathematics instructional coaches in elementary schools’ 
impact to teachers’ use of practices and self-efficacy. It was shown that the more aligned coaches 
were to evidence-based coaching models, the higher their teachers scored on various measures of 
teaching effectiveness and self-efficacy (Yopp, Burroughs, Sutton, & Greenwood, 2019). This 
demonstrates fidelity to evidence-based coaching models as a critical factor in designing 
coaching research or practice interventions. In the current study, the PBC model was closely 
followed for the following research-based components: (a) shared goals and action planning;(b) 
focused observation;(c) reflection and feedback;(d) collaborative partnerships; and (e) effective 
focus teaching practices. As seen in Yopp et al. (2019) and the current study, future research 
using PBC or other evidence-based coaching models to impact teacher practice or efficacy must 
pay close attention to implementation fidelity to find significant results.  
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This is the first study to examine the specific impact of PBC (rather than coaching in 
general) to teacher self-efficacy. Quantitative data demonstrated positive results on self-efficacy 
for two of the three participants. However, qualitatively, all participants noted the impact of PBC 
on their use of evidence-based practices in the classroom. More research is necessary to 
demonstrate the fidelity of PBC in impacting teachers’ self-efficacy. Future studies should aim to 
capture efficacy measures in multiple ways to ensure a well-rounded understanding of teacher 
self-efficacy.  
Practice Implications 
Findings from this study speak directly to early childhood teacher education programs in 
designing practicum supervision models. The social validity scores of the PBC intervention were 
rated very high by both the student teacher participants and their cooperating teachers. This 
suggests PBC models could be a useful tool for preservice teacher education settings. The 
various components of PBC and the implications for teacher education practice are described 
below. Last, the practice implications for developing preservice teachers’ competencies in 
effectively supporting young children’s social emotional development are described.  
 The first consideration for teacher educators is whether the components of PBC fit into 
existing structures of student teacher supervision models. There are five distinct components of 
PBC: (a) effective teaching practices; (b) collaborative partnerships; (c) needs assessment and 
goals; (d) focused observation; and (e) reflection and feedback. The first component of PBC 
promotes effective teaching practices as the goal of the coaching relationship. Traditionally, 
student teaching practica have been the loci for developing preservice teacher competence in 
implementing effective practice (NCATE, 2010) which provides a natural opportunity for the use 
of PBC. Keeping effective teaching practice at the heart of conversations between student 
teachers and teacher educators supervising practica is the primary goal of a PBC model. 
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Research on student teaching practica indicates student teachers in programs with a higher level 
of practice focus are more prepared to enter the field as competent and confident teachers 
(Kennedy & Heineke, 2014; Zeichner, 2010; Ball & Forzani, 2009).  
Within a student teaching practicum, it is essential for teacher educators to thoughtfully 
feature effective teaching practices among the myriad teaching practices student teachers have 
observed or will observe within their practicum site. When designing the practicum, teacher 
educators must be knowledgeable and current in the field about high leverage and evidence-
based practices. For the current study, evidence-based practices to support children’s social-
emotional competence were selected as a high leverage area for preservice teacher growth due to 
research demonstrating preservice teacher eagerness for meaningful classroom experiences in 
this domain (Conroy, Alter, Boyd, & Bettini, 2014). However, it is necessary for teacher 
educators to address multiple domains of development within student teaching practica to 
effectively prepare future teachers. New directions in teacher education research are calling for 
extending and expanding field experiences so as to deepen the level of practice teachers have 
before entering the field (Meyers, Mathur, & Barnes, 2017; NCATE, 2010). These expansions 
leave additional space for coaching models, like PBC, to be implemented within teacher 
education programs.  
The second feature of PBC, collaborative partnerships, sets the foundation for effective, 
educative conversations between student teachers and their teacher educators (i.e., cooperating 
teachers, university supervisors). Collaborative partnerships in PBC are defined by the working 
interactions that provide a safe space for teachers to ask questions, discuss problems, get support, 
gather feedback, reflect on practice, and try new ideas (NCQTL, 2017). In the context of the 
current study, the coach and participants were able to maintain a true collaborative partnership 
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because the coach did not retain an evaluative role to the participants. Each participant 
voluntarily attended coaching sessions and engaged in the coaching relationship as per 
Institutional Review Board requirements for voluntary consent in human subjects research. In the 
context of a teacher education program where the supervisor holds an evaluative role, the 
collaborative partnership component of PBC may be difficult to maintain. There are creative 
ways to address this issue. For example, Hoffman and colleagues (2015) conducted a research 
review on studies examining the coaching relationship between cooperating and student teachers. 
It was found in most studies this relationship was seen as more supportive than the relationship 
between student teachers and university supervisors. University supervisors can train cooperating 
teachers on using PBC methods to support the growth and development of student teachers in 
their classrooms.  
The results of this study call into focus how the role of university supervisor can be 
strengthened in supporting student teachers’ use of evidence-based practices and self-efficacy. 
There is the possibility for shifting the roles of university supervisors and cooperating teachers 
with the goal of encouraging student teachers to be more competent and confident teachers 
through the context of a collaborative coaching relationship. This may require rethinking and 
revising the evaluative nature of student teaching. The use of the PBC model could enhance 
student teacher self-efficacy and support the use of a reflective supervision approach (Tomlin, 
Weatherston, & Pakov, 2014).  
 The last three components of PBC constitute the coaching cycle (action planning, focused 
observation, reflection, and feedback). These are all components of traditional supervision 
structures in early childhood teacher education programs (LaParo, 2016). What is unique to PBC 
is the shared responsibility of setting goals and focusing observations and feedback. PBC 
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provides student teachers the opportunity to set goals, examine teaching data, and reflect with a 
responsive teacher educator to meaningfully impact practice. In the current study, the 
participants commented positively on the collaborative approach to developing action plans and 
goals for their teaching. This made the observations less tense as the participants trusted the 
coach to provide focused feedback on use of selected practices rather than global feedback on 
multiple teaching domains. Teaching is incredibly complex and it can prove difficult for student 
teachers to maintain focused attention to different teaching domains (teacher-child interactions, 
assessment, instruction, etc.) within one teaching observation. Through a PBC framework, 
student teachers are able to narrow focus to a single domain of teaching practice where they are 
able to make meaningful change quickly and receive timely and responsive feedback from 
trusted teacher educators. Once a certain goal related to a teaching practice is achieved the focus 
can shift to a new goal related to the teaching practice or an entirely different domain of 
teaching. The teacher educator is available to assist the student teacher in maintaining focus and 
achieving the goals through providing resources, strategies, and practices.   
 Last, this study selected teaching practices aimed at supporting the social emotional 
development of young children. Qualitative results from the participants demonstrated their 
increased confidence in implementing these practices in future classrooms. This is incredibly 
important given the research demonstrating the deleterious effects of teachers who are 
unprepared to support social-emotional competence (Reineke et al., 2011). Professional early 
childhood organizations recognize the importance of developing the workforces’ competencies 
in this domain. For example, throughout the DEC Recommended Practices there are specific 
recommendations of ways early childhood practitioners working with young children with or at 
risk for disabilities must support social and emotional development including in designing 
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nurturing environments and developing supportive relationships (DEC, 2014). It is important for 
teacher educators to carefully consider ways to support preservice teachers acquisition and 
application of knowledge regarding social emotional development because this is a top priority 
request of novice teachers in the field (Lloyd, Bruhn, Sutherland, & Bradshaw, 2019). If teachers 
enter the field with increased confidence and competence in this domain of teaching it may shift 
both the retention of teachers in the immediate term and disrupt the trend of harsh disciplinary 
actions in early childhood settings.  
Research Limitations 
There are several limitations to this study warranting discussion. First, the small sample 
size limits the generalizability of findings to other preservice teachers and settings. As is always 
the case in single case design, it is imperative to replicate results to strengthen the findings in 
other settings, with other participants, and with other researchers conducting the study. The small 
sample size also severely limits the validity of the qualitative findings as saturation was not 
achieved. Creswell & Poth (2017) claim five is the least number of participants appropriate for a 
qualitative study while Morse (1994) claims at least six is necessary. However, there are no 
empirical arguments as to why these numbers are necessary (Mason, 2010). The present study 
serves as a preliminary look into preservice teachers’ self-efficacy and additional studies will be 
necessary to make externally valid generalizations. The small sample size also limits the 
generalizability of the TSES findings which is why this is qualified as an exploratory aim of the 
study. These results must be considered in conjunction with triangulated qualitative data to have 
a more holistic picture of participants’ self-efficacy.  
A second limitation can be seen in the initial baseline observation data for all 
participants. As seen in Figure 4.1 (p. 69), each participant demonstrated their highest baseline 
use of evidence-based practices within the first data point. This may be because of the pre-
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conference meeting where the participants were signaled to the exact practices on which they 
would be observed. The pre-conference meeting may have served as a mini-coaching session 
because of signaling by the researcher who also served as the coach for this study. As a result, 
higher use of practices was observed. Future researchers must be careful to keep participants 
blind to the focus practices to demonstrate actual baseline use of practices without coach 
interference.  
Third, there is an observed drop in use of evidence-based practices in the maintenance 
phase. Although all participants maintained a higher level of practice compared to baseline, there 
may be a decreasing trend emerging. Because of the nature of the study occurring within one 
academic semester it was impossible to collect additional maintenance data. Additional research 
with a latent period between intervention and maintenance data collection can contribute to our 
understanding of PBC’s impact to preservice teachers’ practice long-term. A longer maintenance 
period could have also provided opportunities for student teachers to implement techniques for 
sustaining use of practices. This may have included techniques such as providing a “Techniques 
for Teaching” handout to support maintenance of skills learned through coaching.  
Due to limitations in scope and funding for this study, the impacts of cooperating 
teachers’ and university supervisors’ supervision and mentorship were not measured. In fact, 
these individuals, although familiar with the basic aims of the study, remained blind to study 
phase changes and were, therefore, unaware of when each participant entered PBC intervention. 
Supervision and mentorship by cooperating teachers and university supervisors can be highly 
impactful to student teacher practice and self-efficacy (La Paro, 2016). The multiple baseline 
design can directly attribute practice changes to the implementation of PBC whereas the 
exploratory aims associated with self-efficacy are not able to make direct attributions. Future 
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research may consider using university supervisors and/or cooperating teachers to deliver PBC 
interventions with student teachers.  
The study design limits the ability to examine the impact of PBC on teacher practice in 
multiple complexities.  Data were collected on the frequency of participants’ use of targeted 
practices within set intervals. This resulted in participants reaching ceiling limits quickly. In 
addition, it is unknown whether PBC had an impact on the quality of the use of the targeted 
practices. Future research using a changing criterion single case design may demonstrate PBC 
effects on supporting preservice teachers to make logical quality improvements to their teaching 
practice. Finally, the study design required all participants to receive the intervention in the same 
manner for each data point. This eliminates the ability to make inferences on the differential 
effects of PBC components. Future research with larger sample sizes can further manipulate the 
PBC intervention to identify components with more or less impact to preservice teacher practice.  
There are contextual differences among the participants’ experiences and settings 
warranting discussion and possibly limiting direct comparisons. Each of the participants was 
enrolled in different universities with differing courses of study and certification paths. Emerson 
was enrolled in a small, private college in a non-certification early childhood major bachelor’s 
degree program. Morgan was enrolled in a large, public university in an elementary certification 
MAT program. And, Avery was enrolled in a mid-size, public university in an early childhood 
(Birth-Kindergarten) certification bachelor’s degree program. A comparison of the programs (as 
reported by participants) showed some differences in course offerings. All participants reported 
taking a Child Development course while courses on child behavior, teaching practices, and 
exceptionality were not reported by all participants. The participants mostly felt confident in how 
their program prepared them to use evidence-based practices but when asked specifically about 
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using practices to support the social-emotional competence of young children results were more 
mixed. As noted previously, the university supervisors were aware of the participants’ 
involvement with the study and of the basic aims of the study. However, they were blinded to 
phase changes and the specific components of the PBC intervention. It is unknown how this 
supervision may have impacted the participants use of focus practices.  
Additional demographic differences are also worthy of note. Morgan and Emerson were 
similar in age while Avery was ten years older. Avery is making a career change and has had 
previous experience in working with young children. All of the participants identified as white 
women reducing the generalizability of these results to culturally and racially diverse teachers. A 
more diverse sample would strengthen the results of this and future PBC research. These 
differences among participants prior experiences, demographics, and program characteristics all 
contribute to reduced ability to make direct comparisons in the participants’ results in the PBC 
intervention. 
Future Directions 
 The findings from this study highlight the promising direction of using PBC in preservice 
settings. Future research should be conducted to continue to understand the impacts of PBC in 
preservice teacher education. Studies should be designed to manipulate different aspects of PBC 
interventions, such as the duration, intensity, and timing. In addition, studies may want to more 
clearly delineate the impacts of each component of PBC on student teachers’ development of 
effective teaching practices. In response to earlier calls for more detailed descriptions of 
coaching interventions for replication and expansion, recent research has been more clearly 
delineating the different aspects of coaching (McLeod et al, 2019; Ottley et al., 2017; Gupta & 
Daniels, 2012).  
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 Second, the early childhood teacher education field should start to consider the 
importance of measuring teachers’ self-efficacy as a construct moderating the effectiveness of 
teaching practices. A great deal of research is necessary to more clearly define the construct of 
teacher self-efficacy and understand its relation to teaching practice. As described in Takahashi 
(2011), teacher self-efficacy is a burgeoning field for teacher educators who must understand 
how to effectively impact and sustain positive teacher self-efficacy.  
 Findings in this study showed the differential effects of coaching on self-efficacy. In fact, 
other studies have shown coaching to positively impact practices but have mixed impacts to 
teachers’ confidence (Hemmeter et al., 2015). In the current study, Morgan had little to no 
changes in feelings of self-efficacy and noted instances where coaching undermined her 
confidence. Future research may consider implementing PBC for longer periods of time to 
mitigate these feelings by building trust and reflective practices. In addition, using a reflective 
supervision approach along with PBC methods may contribute to both stronger impacts to 
practice and self-efficacy among student teachers (Tomlin, Weatherston, & Pakov, 2014).   
 Last, as continued attention is paid to the inequitable disciplinary practices experienced 
by some children in early childhood settings, it is essential for early childhood teacher educators 
to stay current in developing teachers who are able to effectively support the social emotional 
competence of young children in their classroom by designing appropriate classroom 
environments and developing strong relationships with children and families. We have extensive, 
rigorous research on what constitutes best practice for supporting young children’s social 
emotional competence in classroom settings (Snyder et al., 2015; Fox et al., 2003). However, 
research has also shown novice teachers enter the field feeling unprepared to implement these 
practices effectively. Teacher education programs must systematically investigate strategies 
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having the largest impact on preservice teacher practice in supporting young children’s social 
emotional competence. This study is an example of how coaching can positively impact 
preservice teacher practice and self-efficacy which may carryover to their beginning teaching 
experiences.  
Conclusion 
	 The early childhood workforce is increasingly tasked with implementing evidence-based 
practices to ensure positive outcomes for children and families. It is the role of early childhood 
teacher educators, then, to effectively prepare competent and confident future teachers, ready to 
do the incredibly difficult work of teaching young children. This study’s findings demonstrated 
the value of using a coaching intervention with preservice teachers to support their use of 
evidence-based practices and to also positively impact self-efficacy. In addition, by focusing on 
teaching practices to support the social emotional competence of young children, this study 
contributed to the field’s understanding of how to support novice teachers in developing 
nurturing classrooms where challenging behaviors are consistently prevented and teachers and 






APPENDIX A: COACHING MATERIALS 
Needs Assessment 
 
Name: _______________________________________ Date: ______________ Coach: _________________________________ 
 
Practice You used this practice 
successfully… 
Coach Notes 
ENG1 Teacher offers general guidance to 
children to select activities or use 
materials to promote engagement. 
__/96 
 
______% of the time 
used successfully 
 
ENG3 Teacher communicates with 
children on eye level. 
____/96 
 
______% of the time 
used successfully 
 
ENG5 Teacher assists individual children 




______% of the time 
used successfully 
 
ENG7 Teacher comments positively on 
children who are engaged in activities. 
____/96 
 
______% of the time 
used successfully 
 
ENG8 Teacher assists individual children 
who are exhibiting challenging behavior 










Teaching Practices Action Plan 
 
 Coach Notes: Teacher Notes: 
Teaching Practice that I 
will focus on: 
  
My goal for this practice: 
   
What strategies will I use 
to help me achieve this 
goal? (name 2-3) 
  
How will I know I’ve 
achieved this goal? 
  
What supports and/or 






Coaching Notes #1 
 
Name: __________________________________ Date: ______________ Coach: _________________________________ 
 
Practice Baseline data Coaching period #1 Coach Notes 
ENG1 Teacher offers general guidance 
to children to select activities or use 
materials to promote engagement. 
__/120 
 
______% of the time 
used successfully 
_____% of the time used 
successfully 
 
ENG3 Teacher communicates with 
children on eye level. 
____/120 
 
______% of the time 
used successfully 
_____% of the time used 
successfully 
 
ENG5 Teacher assists individual 
children in selecting center activities and 
becoming actively engaged. 
____/120 
 
______% of the time 
used successfully 
_____% of the time used 
successfully 
 
ENG7 Teacher comments positively on 
children who are engaged in activities. 
____/120 
 
______% of the time 
used successfully 
_____% of the time used 
successfully 
 
ENG8 Teacher assists individual 
children who are exhibiting challenging 
behavior within an activity to become 
actively engaged.  
____/_____ 
 
______% of the time 
used successfully 






Coaching Period #1 Notes: 
 







APPENDIX B: STUDY TIMELINE 
Time Week 1 
 




Interview Journal 1  




























Baseline Baseline PD  Coaching Coaching Coaching Coaching Coaching Maintenance  
Morgan Baseline Baseline Baseline PD Coaching Coaching Coaching Coaching Maintenance  




APPENDIX C: PRIMARY DEPENDENT VARIABLE EXAMPLES AND NON-
EXAMPLES 
Indicator Examples Non-example 
ENG1 teacher offers 
general guidance to 
children to select activities 
or use materials to promote 
engagement 
A teacher approaches a 
group of children building 
with blocks. The teacher 
says, “Here’s a block that 
can go on the top.” A boy 
takes the block and adds it 
to the bottom. 
The teacher is sitting at the 
sand table with a child who 
is filling a bucket. Another 
child comes over and picks 
up a shovel and starts filling 
the bucket with the other 
child.  
A group of children have 
finished playing a round of 
Go Fish. The teacher 
suggests that they play it 
again and offers to shuffle 
the cards. 
A teacher brings out a 
puzzle and starts putting it 
together quietly. Two 
children come to join her. 
 
The teacher suggests that a 
child make a snake with the 
play-doh and then models 
it. 
Two children join the 
teacher and another child in 
the sand table without a cue 
from the teacher. 
 A child suggests that they 
should put on a song for 
dancing and the teacher 
obliges. 
ENG3 teacher 
communicates with children 
on eye level 
When a child brings over a 
basket of pinecones from 
the science table, the 
teacher kneels down to 
discuss what the child 
observes. 
A teacher stands next to a 
child painting at the easel 
and talks about her picture. 
A teacher sits next to a 
child sorting the colored 
beads but then gets up to go 
talk to another teacher. 
A child asks a teacher to 
come see their completed 
Lego structure; the teacher 
talks to the child from the 
other side of the room. 
The teacher has recently 
hurt her knee so she sits on 
a stool in the block area 
rather than on the floor. 
The teacher sits in an adult 
sized chair and reads a book 
to a small group of children. 
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Indicator Examples Non-example 
ENG5 Teacher assists 
individual children in 
selecting center activities 
and becoming actively 
engaged. 
The teacher notices a child 
in the kitchen area is sitting 
quietly at the table but not 
playing with the two other 
children. The teacher brings 
over a dress-up hat and 
hands it to the child. She 
puts it on and starts 
pretending to sip tea. 
A teacher is playing with 
two children at the art table 
who are drawing with 
markers. At the science 
table (which is adjacent to 
the art table) there is a child 
who has walked between 
the science table and art 
table multiple times but has 
not picked up any materials. 
After scanning the room, all 
children are actively 
engaged in an activity or 
materials. 
 
A teacher notices that a 
child needs help choosing a 
center. She brings the child 
to the book area and gives 
him a book. The teacher 
moves on to a different 
center but the child puts the 
book down and continues to 
wander the room. 
ENG7 Teacher comments 
positively on children who 
are engaged in activities. 
 
A girl shows the teacher her 
block structure and the 
teacher says, “You built 
that so, high! You must 
have worked hard!” 
The teacher tells a child, 
“Good job!” after the child 
shows her a completed 
picture. 
 
The teacher says, “Thanks 
for being so kind to your 
friend.” 
 
A child tells a teacher a 
long story about what he 
did with his mom over the 
weekend. The teacher 
responds, “Wow!” 
 
The teacher observes a 
child painting and says, 
“That’s a fun rainbow. I 
never thought to put those 
colors together.” 
A child completes a 
difficult portion of the 
obstacle course. The teacher 
claps her hands and smiles 
at him.  
A child is pretending to be a 
ballerina. The teacher says 
with high affect, “Look at 





Indicator Examples Non-example 
ENG8 Teacher assists 
individual children who are 
exhibiting challenging 
behavior within an activity 
to become actively engaged. 
A boy is pushing another 
child at the sand table. The 
teacher invites the pushing 
child to use the other side of 
the sand table and he moves 
over and goes back to 
playing. 
The teacher observes a 
child screaming at another 
friend. She joins the two 
and calms the screaming 
child and asks how they 
should solve the problem. 
This process takes 3 
minutes. How should the 
first minute be scored? 
A child is jumping from 
chair to chair at the 
manipulatives table. The 
teacher approaches the 
child and offers to play a 
game with the counting 
dinosaurs. The child sits 
down and plays with her.  
The teacher is in the block 
area and a child in the 
kitchen (adjacent to the 
block area) repeatedly takes 
toys out of another child’s 
hands. The teacher 
continues working with the 








APPENDIX D: ADAPTED-TPOT CODING FORM 
Participant Code: _______________ Primary Observer: ______________________________ IOA Observer: ___________________ 
Date: ________________ Start Time: _______________ Field Notes: _________________________________________________ 
Interval and Time 1= Observed; 0= Not observed; NO= No opportunity to observe 
Int. End Time 
ENG1 Teacher 
offers general 
guidance to children 
to select activities or 









children in selecting 





on children who are 
engaged in 
activities.  
ENG8 Teacher assists 
individual children 
who are exhibiting 
challenging behavior 
within an activity to 
become actively 
engaged.  
Score NO if there was no 
opportunity to observe (no 
challenging behaviors) 
1 0:50 1 0 1 0 1 0 1 0 1 0 NO 
2 1:50 1 0 1 0 1 0 1 0 1 0 NO 
3 2:50 1 0 1 0 1 0 1 0 1 0 NO 
4 3:50 1 0 1 0 1 0 1 0 1 0 NO 
5 4:50 1 0 1 0 1 0 1 0 1 0 NO 
6 5:50 1 0 1 0 1 0 1 0 1 0 NO 
7 6:50 1 0 1 0 1 0 1 0 1 0 NO 
8 7:50 1 0 1 0 1 0 1 0 1 0 NO 
9 8:50 1 0 1 0 1 0 1 0 1 0 NO 
10 9:50 1 0 1 0 1 0 1 0 1 0 NO 
11 10:50 1 0 1 0 1 0 1 0 1 0 NO 




Interval and Time 1= Observed; 0= Not observed; NO= No opportunity to observe 
Int. End Time 
ENG1 Teacher 
offers general 
guidance to children 
to select activities or 









children in selecting 





on children who are 
engaged in 
activities.  
ENG8 Teacher assists 
individual children 
who are exhibiting 
challenging behavior 
within an activity to 
become actively 
engaged.  
Score NO if there was no 
opportunity to observe (no 
challenging behaviors) 
13 12:50 1 0 1 0 1 0 1 0 1 0 NO 
14 13:50 1 0 1 0 1 0 1 0 1 0 NO 
15 14:50 1 0 1 0 1 0 1 0 1 0 NO 
16 15:50 1 0 1 0 1 0 1 0 1 0 NO 
17 16:50 1 0 1 0 1 0 1 0 1 0 NO 
18 17:50 1 0 1 0 1 0 1 0 1 0 NO 
19 18:50 1 0 1 0 1 0 1 0 1 0 NO 
20 19:50 1 0 1 0 1 0 1 0 1 0 NO 
21 20:50 1 0 1 0 1 0 1 0 1 0 NO 
22 21:50 1 0 1 0 1 0 1 0 1 0 NO 
23 22:50 1 0 1 0 1 0 1 0 1 0 NO 
24 23:50 1 0 1 0 1 0 1 0 1 0 NO 
Total ____/24 ____/24 ____/24 ____/24 ____/____* 
*Calculate total possible score for ENG8 by subtracting number of NO from 24.	
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APPENDIX E: RECRUITMENT FOR RA FLYER •  
Do you need more experience conducting research? 
A UNC School of Education doctoral student study is actively recruiting a research assistant 
to conduct classroom observations of preschool teachers using evidence-based practices. 
Requirements:  
• Available for work between September-December 2018. 
• Available 7-8 hours a week during daytime hours (8am-3pm) to conduct observations. 
• The RA must have access to a vehicle to drive to preschools in Durham and Raleigh. 
Some prior experience in preschool classrooms and in conducting objective observations 
recommended but not required. Paid training will be included.  
Pay $20 an hour plus mileage 
Contact Toni Miguel (609) 915-8052 
toni1227@live.unc 
Research Assistant 





APPENDIX F: TEACHER SENSE OF SELF-EFFICACY SCALE 
Directions: Please read each statement and circle the answer that best reflects your thoughts.  
 







How much can you do to 
control disruptive behavior in 
the classroom? 
1 2 3 4 5 6 7 8 9 
How much can you do to get 
students to believe they can 
do well in schoolwork? 
1 2 3 4 5 6 7 8 9 
How much can you do to get 
children to follow classroom 
rules? 
1 2 3 4 5 6 7 8 9 
How much can you do to help 
your students value learning? 1 2 3 4 5 6 7 8 9 
How much can you do to calm 
a student who is disruptive or 
noisy? 
1 2 3 4 5 6 7 8 9 
How much can you do to 
motivate students who show 
low interest in schoolwork? 
1 2 3 4 5 6 7 8 9 
How well can you establish a 
classroom management 
system with each group of 
students? 
1 2 3 4 5 6 7 8 9 
How much can you assist 
families in helping their 
children do well in school? 
1 2 3 4 5 6 7 8 9 
 
(Tschannen-Moran & Woolfolk-Hoy, 2001)
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APPENDIX G: PROFESSIONAL DEVELOPMENT AGENDA 
Thank you for participating in the professional development session for this study! Enjoy the 
included meal. Here is the plan for this 2-hour session: 
 
Hour 1 – Child Behavior and Teacher Practices 
Guiding questions:  
• What are the contextual and cultural factors that contribute to child behavior? 
• How do my implicit biases impact my teaching practices? 
• What are the evidence-based practices for promoting optimal social-emotional 
development of young children in classroom settings? 
Activities: 
1. Review “InBrief: Early Childhood Mental Health” from Harvard Center on the 
Developing Child  
https://developingchild.harvard.edu/resources/inbrief-early-childhood-mental-health-
video/  
2. Define evidence-based practices and review the Pyramid Model – PPT  
3. Complete DEC Recommended Practice Module: Interactions  
https://rpm.fpg.unc.edu/module-1-interaction  
 
Hour 2 – Coaching and Reflecting 
Guiding questions: 
• What is Practice-Based Coaching? 
• How can I become more reflective about my teaching practice? 
• What knowledge and skills will I gain from this process? 
Activities: 
1. Review PBC cycle and watch videos associated with each part of the cycle. 
https://eclkc.ohs.acf.hhs.gov/professional-development/article/practice-based-coaching-
pbc  
2. Discuss the integrative processing model as a way to be more reflective. – PPT 
3. Engage in a reflective role-play activity.  
 
Individual Needs Assessment 
Guiding questions: 
• What are my strengths in promoting student engagement in the classroom? 
• What are my areas of need in promoting student engagement in the classroom? 
Activities: 
1. Review individual needs assessments with coach. 





APPENDIX H: SOCIAL VALIDITY POST-INTERVENTION – PARTICIPANTS   
Thank you for participating in the Practice-Based Coaching for preservice teachers intervention! We want to know your thoughts 
about the project. Please read each of the following statements and circle the answer that best reflects your views. This information 
will help us improve the project experience for future students. 
 Strongly 
disagree Disagree Neutral Agree 
Strongly 
agree 
1. The components of Practice-Based Coaching 
(action planning, focused observation, reflection 
and feedback) were useful in helping me to 
change my teaching practice. 
5 4 3 2 1 
2. The frequency and length of the coaching 
sessions were appropriate.  5 4 3 2 1 
3. I had a good relationship with the coach. 5 4 3 2 1 
4. I can implement evidence-based practices for 
supporting the social-emotional needs of children 
in a preschool class as a result of the coaching 
intervention.  
5 4 3 2 1 
5. I will be able to sustain my use of evidence-
based practices as a result of the coaching 
intervention. 
5 4 3 2 1 
6. I can overcome challenges in supporting the 
social-emotional needs of children in a preschool 
class using evidence-based practices as a result of 
the coaching intervention. 




APPENDIX I: SOCIAL VALIDITY POST-INTERVENTION – COOPERATING TEACHERS   
Thank you for allowing your student teacher to participate in the Practice-Based Coaching for preservice teachers intervention! We 
want to know your thoughts about the project. Please read each of the following statements and circle the answer that best reflects 
your views. This information will help us improve the project experience for future students. 
 
 Strongly 
disagree Disagree Neutral Agree 
Strongly 
agree 
1. The coaching intervention was useful in 
helping the student teacher to change his/her 
teaching practice. 
5 4 3 2 1 
2. The frequency and length of the coaching 
sessions were appropriate.  5 4 3 2 1 
3. I had a good relationship with the coach. 5 4 3 2 1 
4. The student teacher can implement evidence-
based practices for supporting the social-
emotional needs of children in a 
preschool/kindergarten class as a result of the 
coaching intervention. 
5 4 3 2 1 
5. The student teacher will be able to sustain 
his/her use of evidence-based practices as a result 
of the coaching intervention. 
5 4 3 2 1 
6. The student teacher can overcome challenges 
in supporting the social-emotional needs of 
children in a preschool/kindergarten class using 
evidence-based practices as a result of the 
coaching intervention. 
5 4 3 2 1 
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APPENDIX J: PROFESSIONAL DEVELOPMENT FIDELITY CHECKLIST 
Reviewer Name:  
 
Video time stamp: ___________ Video date: _____________ 
 
Item Y/N 
CHILD BEHAVIOR AND TEACHER PRACTICES 
Discussed the cultural and contextual factors that contribute to 
child behavior. 
 
Discussed how implicit bias impacts teaching practice.  
Presented information on evidence-based practices to support 
optimal social emotional development of young children in 
classroom settings. 
 
COACHING AND REFLECTION 
Defined Practice-Based Coaching  
Discussed the integrative processing model to improve 
reflective practice 
 
INDIVIDUAL NEEDS ASSESSMENT 
Coach presented data about teacher’s use of practice.  
Teaching strengths and areas for improvement are discussed.  





APPENDIX K: COACHING TREATMENT FIDELITY CHECKLIST 




Reflection occurred prior to feedback.  
Teacher and coach had equal time to reflect on observation.  
Teacher and coach discussed effectiveness of practice 
implementation. 
 
Child responses to teacher implementation discussed.  
Coach posed questions to teacher to facilitate reflection (as 
needed). 
 
The interaction was reciprocal, positive and encouraging.  
OBSERVATION 
Coach recounts observational notes to teacher.  
FEEDBACK 
Coach discussed progress towards goals.   
Action plan steps were addressed.   
Success of teaching efforts was discussed.  









APPENDIX L: THEME AND SUBTHEME TABLE 
Theme and Subtheme Table 





hesitance in teaching 
practices and/or self-
efficacy for teaching 
practice to support 
social emotional 
competence prior to 
the introduction of 
coaching. 
I think I would know what to try, but I wouldn't know if it's 
going to work automatically ... 
Morgan 
Like some of the kids, the children with autism, I just don't 
know how ... I don't want to overstep in the classroom 
Emerson 
I mean they know me, but I'm not the lead teacher, so 
they're not as comfortable with me. So, I don't want to freak 
them out if I'm trying to help them or something. Like they 




discordance in using 
or reflecting on the use 
of teaching practices 
to support social 
emotional competence 
prior to the 
introduction of 
coaching. 
And through readings for classes and stuff I've seen, I don't 
know, I guess just like in general learning new things, I'm 
like there's not one set way to do it. 
Morgan 
he showed a different way and explained why each thing is 
the way it is and it was like very nontraditional. At first, 
you're like "Oh, I don't know about that", but when you 
explain it and you see it together, both of those things 
combined, make you think "Oh". 
Morgan 
What is your comfort level in saying that I can go in the 
classroom, implement evidence-based practices right now? 
Very comfortable. 
And what makes you say that? 







Theme and Subtheme Table 
Theme Subtheme Definition Sample Quotes Participant 
Okay, I'm gonna take that back…No, I would say very 
comfortable because I know what is developmentally 
appropriate for a child. 
Yeah, that's definitely like the challenge right now is 
working with both areas. It's like giving the children with 
special needs, they need supports in the classroom, but then 
the children who are typically developing are crying or 
something, I'm like, "What? What happened?" And I just 
don't even like, well wait, why are you crying? 
Emerson 
Confidence  Participants’ 
descriptions of 
confidence in using 
teaching practices to 
support social 
emotional competence 
prior to the 
introduction of 
coaching. 
I felt pretty good because [child name], I think she has 
some ... but she's too young to be diagnosed. But it felt 
really good. When I get a smile or something out of her, 
that's the best part of my day.  
Avery 
I would say very comfortable because I know what is 
developmentally appropriate for a child. 
Emerson 
I tend to go towards the students with special needs 'cause 











changes in confidence 
in implementing 
teaching practices to 
support social 
emotional competence 
after the introduction 
of coaching. 
So, I'm more confident because, I guess, the number of 
times I've had to do it. Even like half that amount of time, I 
don't know if I would feel as confident. I don't want to use 
the word force, but being forced to do it made me practice 
it and made me think about it. Because it wasn't even just 
you're doing it and that's it. It was like you're doing it and 
you're looking at data, and you're being coached, and you're 
writing reflections. So, all of those different things makes 





Theme and Subtheme Table 
Theme Subtheme Definition Sample Quotes Participant 
I mean, I think by doing this study with student teaching, it 
was definitely beneficial because at the beginning of 
student teaching I was like, "oh yeah, I got this". But there 
was also like, "do I really? Can I really do this?" And then 
having criticism from, I guess, like my professor and not 
really having the support there, but then having the support 
from the study definitely showed me that I did have the 
abilities, but I just need to have more confidence in what 
I'm doing. And that I'm like knowledgeable of and aware of 
what's happening, I just need to do it. 
Emerson 
I really want to do this. When I left the classroom, the 
children wanted my opinion, and because I had used the 
social-emotional and what I’ve learned through this. I 
stopped [child with challenging behavior] from going into 







practices to support 
social emotional 
competence after the 
introduction of 
coaching. 
I was telling her how frustrated I am that data shows I have 
a hard time giving students positive comments. 
Morgan 
I still ... I mean, especially since I'm not a teacher and I 
don't have like my licensure and I feel like I need to be 
more ... I need to learn more about how to appropriately 






The frequency of use 
of evidence-based 
practices positively 
So, I’m more confident because of the number of times I’ve 
had to do it. Even half that amount of time, I don’t know if 





Theme and Subtheme Table 
Theme Subtheme Definition Sample Quotes Participant 
impacted participants’ 
self-efficacy for using 
those practices, 
especially in the 
context of the 
coaching relationship. 
practice it and made me think about it. Because it wasn’t 
even just you’re doing it and that’s it. It was you’re doing it 
and you’re looking at data, and you’re being coaching, and 
you’re writing reflections. So, all of those different things 
makes you think about it in different perspectives.  
I don’t know if I would feel as confident without that much 
practice. 
Morgan 
It made me feel proud of myself realizing how simple this 








Changes to practice or 
understanding of 
practice based on 
examining data. 
So, I think looking at the data definitely helped because I'm 
a visual person to an extent of like, if I see that number, like 
a percentage in my mind, that clicks more than someone 
verbally being like, "You can change this, or you could do 
this different." Because I'm like, "Why?" Like, what's the 
reason? 
Morgan 
All right, so now that things are ending and moving on, 
how will you continue to ensure successful implementation 
of these evidence-based practices moving forward? How 
are you going to continue that? 
Continue, definitely, to ask and work on asking open ended 
questions, because that's something that I've gotten a lot 
better at but there's still room for improvement on that. 
Definitely. 
Emerson 
Changes to teachers’ 
perception of practice 
Well know I feel like when y'all aren't there, I will interact 





Theme and Subtheme Table 




implementation as a 
result of coaching 
strategies. 
And [the coach] gave me little checks. Or even when we 
were adjusting one specific practice, one of the questions 
was like, "How will you know you're succeeding?" She 
would make me think about it other than just data, so I 
would be like, "The child is more engaged" or you can 
visually see the child feeling loved on by a positive 
comment or something. So being aware of that with every 
interaction. 
Coaching has helped really because today outside, when I 
was about to say ... They built something and I would say, 
that's cool and I'm like, in my head, I was like, what is that? 
And he says, "It's a purple octopus, spraying water." It was 
really cool to learn about what he was building. His eyes 
just went so bright when I ask him what he built. Instead of 
just saying, good job, cool. 
Avery 
It made me more aware. I was aware, but I didn’t know 
how to improve my teaching and how to help the students 
with their behaviors, because I didn’t know where to start 
with my own [practice]. Pointing out what I was doing and 













I think that when a teacher… wraps their words and actions 
and love, like a child knows it's coming from a positive 
place, rather than if they don't know that that's your 
intention behind it, they're going to react in a different way. 
I think that a lot of people see, especially the younger kids, 
can see teachers as a dominant figure because they are 





Theme and Subtheme Table 
Theme Subtheme Definition Sample Quotes Participant 
way" and I don't think you need to be the child's best friend, 
but I think there's an in-between that makes them feel safe, 
but also know you're in charge to an extent. 
Even as an adult, I wish others would do this for me. “I saw 
you felt X about this, do you want to talk about it?” I think 
this could make the world – and our classroom – a much 
better, honest, and vulnerable space. 
Morgan 
Bonding with the children is really important. Emerson 
I've helped him, he's figured out that he's got to calm down 
when he builds things in the block area and he hasn't been 
pulled out of the block area since I started including him in 
the observations in trying to expand on, instead of him just 
throwing like ... Like I'm saying, "What are you doing?" 






in the classroom 
setting.  
I want to have more centers…She doesn't give them the 
choice to go, like I really want to do name tags and I want 
to place them, that they get to choose. Because there's a kid, 
[child name], who just floats everywhere. I think - 
Yeah. He has a hard time engaging. 
Yeah, and I think he needs, "I get this name tag. I get to go 
to this center". 
You think that would help him engage more? 
Yes. 
Avery 
Have things that spark social-emotional in every center I 





Theme and Subtheme Table 
Theme Subtheme Definition Sample Quotes Participant 




Participants’ dispositions to reducing young children’s challenging behavior.  
Fear I need to learn more about how to appropriately handle 
students who are physical with their aggressive behaviors 
so they don’t hurt me and they don’t hurt themselves or 
others…Not restraining the children but keeping their 
bodies safe and your body safe. 
Emerson 
Misunderstanding [Child] has severe behavioral problems, like an IEP just for 
behavior 
Avery 
One of the kids, [child]. He’s newer and he’s an anxious 
child 
Avery 
[Child] he struggles with his sensory motor, not that he’s 
diagnosed or anything, but he’s just all over the place, and 




If a child won’t stop talking, would it be worth sitting them 
down to investigate what need they might be trying to 
fulfill by their “misbehavior”? Although I’m unsure how 





Theme and Subtheme Table 
Theme Subtheme Definition Sample Quotes Participant 
Bewilderment 
 
However, I do wonder if these comments paired with the 
frustration I tend to feel throughout the day has lessened my 
ability for positive words and encouragement. I would 
argue I say more positive things to my “energy takers” than 
other students in order to keep my ratio where it should be. 
I feel bad knowing my other students may not get as much 
of that love because my words are being used elsewhere. 
I’m trying to find a balance and am interested to see how 












descriptions of their 
cooperating teachers 
who do not use 
evidence-based 
practices to support 
social emotional 
competence in the 
classroom 
I let them, this teacher really doesn’t let them do, not that 
she’s a bad teacher, but she is very structured…She doesn’t 
give them the choice to go [to different centers] 
Avery 
I think my eyes have been open to what it looks like to not 
change easily by watching my teacher…I think that’s just 
not right for your children because you’ve been doing it 
forever, but there’s always new research and new practices 
and people coming up with new ideas and social emotional 
is relatively new as far as I understand. So, I would say if 
someone has a way of doing something better than I’m 
doing it, why would I not try it? 
Morgan 
She’s [cooperating teacher] always telling him that, ‘You’re 
brown. You need to color brown…I’m all about the process 





Theme and Subtheme Table 
Theme Subtheme Definition Sample Quotes Participant 
I went to another placement, and I saw this is not evidence-
based and it was bad. 
Emerson 
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